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Dramsko-gledališke dejavnosti pri pouku angleščine kot tujega jezika v Sloveniji 
Prva tri kratka poglavja magistrskega dela opisujejo pot dramsko-gledaliških dejavnosti skozi 
različna časovna obdobja vse do prenove učnega načrta, ki je v učni proces vključila 
sporazumevalno zmožnost kot glavni cilj pouka tujega jezika. Velik poudarek znotraj prvih 
poglavij je na razmejitvi dramsko-gledaliških dejavnosti v preteklosti v primerjavi z dramsko-
gledališkimi dejavnostmi, ki jih poznamo in uporabljamo pri pouku angleščine danes, in ki so 
v veliki meri komunikacijske. Čeprav znotraj zgodovine poučevanja angleščine kot tujega 
jezika ne obstaja točno določena točka, ko se je namembnost dramsko-gledaliških dejavnosti 
spremenila, magistrsko delo vseeno kot glavni razlog za spremembe pri pouku angleščine 
izpostavlja paradigmatsko spremembo v učnem pristopu, ki v središče postavlja učenca in 
njegovo doživljanje učnega procesa. Besedilo torej poudarja pomen, ki ga imajo dramsko-
gledališke dejavnosti za uresničitev ciljev učnega načrta, navaja posamezna področja učencev, 
na katera dramsko-gledališke dejavnosti dokazano pozitivno vplivajo, in tudi predstavi nekaj 
šibkosti uporabe dramsko-gledaliških dejavnosti pri sodobnem pouku tujega jezika. V drugem 
delu se magistrsko delo osredotoča na pregled učnih gradiv, ki so v uporabi pri pouku 
angleščine v srednjih šolah v Sloveniji. Pregled zajema analizo učbenikov za ugotavljanje 
prisotnosti ali odsotnosti komunikacijskih dramsko-gledaliških dejavnosti ter ponuja nekaj 
možnih vzrokov za njihovo prisotnost ali odsotnost. V zadnjem delu sta predstavljeni še dve 
izvirni dramsko-gledališki dejavnosti. 
Ključne besede: sporazumevalna zmožnost, dramsko-gledališke dejavnosti pri pouku 
angleščine, na učenca osredinjen pouk, motivacija, ustvarjalnost, učenje za življenje, debata, 





Drama activities in Slovenian EFL classrooms 
The first three short chapters of the thesis focus on giving a brief overview on the use of drama 
activities in EFL classrooms throughout history up until the curricular reform, which brought 
about the new main goal of foreign language teaching and learning – communicative 
competence. The focus in the first part of the thesis is on the difference between drama activities 
in the past versus the communicative drama activities used in the EFL classrooms today. Despite 
there not being a specific point in history where the function or purpose of drama activities 
changed, the thesis emphasizes the learner centeredness as the main reason for the 
transformation of drama activities and their use in the EFL classrooms. The text therefore 
highlights the benefits of using contemporary communicative drama activities in order for the 
teachers and learners to meet the ultimate goal of EFL teaching and learning. In the second part 
of the thesis, the focus is on the analysis of EFL learning materials – the textbooks used in 
Slovenian high schools. The analysis was done in order to find out how many communicative 
drama activities are present in, or absent from the textbooks. The thesis also offers some 
possible reasons for the presence or absence of these activities in the final chapters. In the last 
part of the thesis, two original drama activities are presented.  
Keywords: communicative competence, drama activities in EFL classrooms, learner 
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When I first walked through the main door of my high school I was feeling very excited about 
the new environment I found myself in. I was looking forward to new teachers, new 
opportunities and new classmates, but at the same time I was slightly anxious as to whether I 
would be able to fit in, for I was quite shy, I spoke relatively quietly, and I did not have any of 
my old friends at my new school. When I finally managed to meander my way out of the 
labyrinth that our school had been, I was happy to see that the hall in front of the classroom I 
was to go into was full of people who were just as nervous as I had been. In the following few 
days I had made quite a few new classmate friends who were really kind but were just as timid 
as me and would blush or even sweat when they were asked to speak in front of the whole class. 
Why were we so nervous? Where did this come from? We did not realize it at the time, but that 
anxiety we felt about being put on the spot was simply due to the fact that we had little to no 
experience when it came to learning about or actually publically speaking. I now feel 
comfortable writing a radical statement like that because I have personal experience proving 
the matter: a month into my first school year a few of my classmates and I were walking around 
the hall when we stopped for a tiny paper ad on one of the doors that grabbed our attention. In 
messy handwriting, it said (translated into English):  
Are you shy? Join us at Improv on Thursday at half past three in classroom X and 
we’ll be shy together. 
On the tiny ad there were drawings of basketball balls, rackets, baseball bats and other sports 
equipment. One of my classmates decided that shy or not, she was not good at sports, so she 
would not go on Thursday. But three of us did go, and we soon realized that Improv was short 
for the improvisational theater – a form of theater where the performers make up short four-
minute scenes as they go. We played some warm-up games in the circle, we got to know each 
other and we were presented the variety of disciplines that fall under the format of the theater 
we were to perform in.  We were also very thankful Improv had nothing to do with sports1. That 
Thursday was the reason I not only chose to become a (language) teacher, I chose to become 
the teacher who promotes the modern-day ultimate goal of language learning and teaching – 
the communicative competence – by focusing on my students’ language fluency. Through the 
years from that Thursday I have both performed in and taught the arts of improvisational theater, 
and what I think is the most important lesson that I have learnt is that Improv is fun, but it also 
                                                          
1 Up to this day we still do not know why the sports equipment was drawn on the flyer. 
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brings out the very much needed and universally searched for students’ confidence in 
communication. The confidence to find a solution when there is a problem, the ability to nurture 
the linguistic, the sociolinguistic, but also the pragmatic competence of a language, to be 
creative and most importantly, that it is alright to make mistakes.  
In the following thesis, I will therefore try to prove the benefits of using drama activities in the 
EFL classrooms. I will try to find support for arguing that drama activities such as 
improvisational theater’s short scenes, for example, benefit the students in more than just 
functioning as socialization techniques to make students laugh. I will try to prove that language 
learning is made easier with these types of activities, and that because of the nature of the 
activities such as role-play, for example, the communicative competence goal of language 
learning is reached significantly sooner than by other means of language learning. I will try to 
include other factors of the language learning and teaching process being made smoother 
through drama, such as the positive change in students’ motivation and the group dynamics, the 
improvement in the students’ creativity and vocabulary, but also the improvement of students’ 
life skills. 
The focus in the first, theoretical part of the thesis, will be on the definition of drama vs. the 
drama activities, on the benefits of drama, and on the recipes for drama to work in class. In the 
second, empirical research part of the thesis, I will then focus on the analysis of the real-life 
experience when it comes to bringing the drama activities to life through the officially approved 
learning materials – the textbooks. I will analyze one unit from four different approved 
textbooks to see how many drama activities or tasks they include, and further on how many of 
these activities or tasks serve the purpose of being communicative by nature. In the final 
chapters I will summarize and discuss the findings and I will include my own original activities 




II. LITERATURE REVIEW 
 
1. Methods and approaches leading drama activities to the EFL classrooms: 
a brief overview 
The experts in the field of teaching foreign languages have turned from one teaching approach 
to another since the beginning of language teaching and learning. Knowing how the main 
modern-day teaching approaches including drama activities came about is important 
information, considering the fact that there have been many drastically different opinions on 
the correct or appropriate way of teaching a foreign language throughout history. In the area 
of teaching English as a foreign language (EFL), for example, there have so far only been 
around ten more prominent and widely-spread methods or principles of teaching to be used in 
the EFL classrooms. These methods are interchangeably still in use today, despite the fact that 
throughout history, the experts have deliberately gone against the old methods when new ones 
were introduced (Celce-Murcia et. al., 2001: 2–4).  
At the beginning of the nineteenth century, the Grammar-Translation Method had surfaced in 
the EFL classrooms as one of the first teaching principles. The purpose was to help people read 
books in the foreign language, therefore focusing on the understanding of the foreign language. 
The focus was on developing language accuracy: there was a lot of teaching and learning of 
grammar rules, doing grammar exercises, making vocabulary lists and memorizing them, 
reading and translating passages taken from manuscripts and (rarely) from original English 
books. On the other hand, the communicative aspect was neglected, left out completely. The 
lessons were in the learners’ first language, the teachers did not have to be fluent in the target 
language and there had been little to no speaking in English, which was the main reason the 
method was proven to be unsuccessful in providing the students the ability to use the language 
to communicate in the real world (ibid.). 
As a reaction to the Grammar-Translation Method, the Direct Method was developed by the 
end of the nineteenth century. The Direct Method went completely against the principles of the 
Grammar-Translation Method. The guiding principle of language teaching and learning now 
was communication. Therefore, students’ (and teachers’) first language was banned from the 
classroom, which was an unexpected choice considering the teachers were not proficient in 
English themselves. Although the nations in favor of the Direct Method thrived towards 
importing native speakers, they were rarely successful. Nonetheless there was a lot of speaking, 
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the dialogues between the teacher and the students were carried out in conversational English, 
there was an extensive use of body language and pictures to teach new vocabulary and grammar 
inductively. The target culture was now included and it was also taught inductively – a lot of 
times through reading, which was no longer obligatory but was instead done for pleasure (cf. 
Skela, 2011; Vučo, 2012). 
Parallel to the Direct Method, the International Phonetic Association (IPA) created a method 
which focused primarily on teaching speaking. The teachers had to take lessons and go through 
special training in phonetics in order to use the phonetics and phonology in their foreign 
language classrooms. Despite the fact that other pedagogical factors were slightly neglected 
here, the Reform Movement, as the IPA had named the method, gave a strong basis to the future 
development of audiolingual teaching principles and methodology (Celce-Murcia et. al., 2001: 
5–6). Between the retreat of the Reform Movement and the rise of Audiolingual Method, the 
focus from speaking and speech production had shifted to reading once again when The 
Reading Method came to a rise in the early twentieth century. The emphasis was on reading, 
and all other aspects of language, such as grammar and vocabulary were taught only to achieve 
the goal of reading comprehension (ibid.).  
As a response to the Reading Method and the continuation of the Reform Movement, the 
Audiolingual Method in the U. S. A. alongside the Oral-Situational Approach in Europe were 
formed (cf. Celce-Murcia et. al., 2001; Howatt, 2004). The two methods have many parallels 
in their essence: the focus is on spoken language, the vocabulary is limited to the specific 
provided situations, mimicry is often used and the four skills are taught gradually from receptive 
to productive skills. The biggest difference between the two principles may be in the teaching 
and learning of grammar and vocabulary: The Audiolingual Method was formed in military 
context so it focuses a lot on accuracy in pronunciation and language use. There is a lot of 
control over vocabulary learning and the vocabulary as well as grammatical items are severely 
limited. The Oral-Situational Approach on the other hand, is less controlling and allows for 
mistakes to be made while learning the grammar and vocabulary inductively through different 
situations, such as “dialogues at the shop” (Celce-Murcia et. al., 2001: 6–7).  
All of the above listed methods that were invented and used throughout history of the (English 
as a) foreign language teaching have brought about a paradigm shift by the end of the twentieth 
century. Many new textbooks and teaching materials were produced, there were articles being 
written opposing the out-of-date methods and switching the focus to the learners’ experience in 
the foreign language learning, bringing about the end of the methods era. A fresh, new idea was 
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on the horizon, and it was that of taking the best from each of the older methods and passing it 
on to the learners (cf. Prodromou, 1992). From the Grammar-Translation Method the new, post-
method learner has received the importance of the mother tongue as an unavoidable resource 
when it comes to learning languages, the Direct Method reminds the learner to use the foreign 
language as much as they can, the Reading Method has left the legacy of the importance of 
reading and understanding the texts in the foreign language, and the Audiolingual Method 
alongside the Oral-Situational Approach prove that learners may greatly benefit from the 
systematic learning of the languages, including a lot of (controlled) practice (ibid.). 
The advantages of including the emphasis of each method into modern-day teaching and 
learning of English as a foreign language have been further explored through the contemporary 
Communicative Approach, its roots going back to the 1970s. Stressing the importance of 
authentic communication in the target language, the Communicative Approach put the learner 
alongside their needs into the center of the learning process. A transition had been made from 
the teacher-centered EFL lessons, where the focus was on the teaching principles, to the learner-
centered teaching, where learner experience became the most important (cf. Celce-Murcia et. 
al., 2001; Finocchiaro and Brumfit, 1983).  
1. 1. “You can lead a horse to the water, but you cannot make him drink” or The 
Learner Centeredness 
The pathway leading drama-like activities into the learning process was a long one, but it would 
not have been possible or even thought of without the change in the teaching approach made in 
the second half of the twentieth century. The shift towards the learners’ needs was a necessity, 
especially with several articles on the horizon, supporting an individualized approach towards 
learning a foreign language (cf. Lightbown and Spada, 2006). The science had progressed 
towards a realization that much like the horse proverb in the title, each learner should be actively 
involved in their own learning growth or development, for the learner alone is the most 
responsible for their own knowledge. 
The Learner-Centered Approach goes against the previously built-upon language-centered 
approach; it focuses on the learner and how they function within the society, so the basis for 
learning became sheer communication and the language function instead of the language form. 
The goal was to have as much authentic communication in the EFL classrooms as possible, but 
the process to achieve that goal was different than it had been in the past when communication 
was opted for; now the teachers had to consider several learner-related factors before they could 
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teach in the way to make authentic communication the focal point in the EFL classroom. The 
factors to be considered include learners’ characteristics, such as: the learners’ aptitude for 
language learning, the learners’ age, the learners’ personality, the learners’ sex, their motivation 
and attitudes towards learning, their learning style and their language background and 
experience (cf. Lightbown and Spada, 1993; Tudor, 1996; Parrott, 1993, Ur, 1996).  
When the discussion on learners’ characteristics was raised, some concerns were brought up, 
mainly due to the fact that there had been too many unjustified generalizations made when it 
came to analyzing each learner characteristic individually. For example, the learners’ sex was 
said to influence the learners’ ability to learn the language – girls would do better than boys, 
because the girls would perceive the language learning process as more useful than boys would. 
Similar statements were produced while the learners were observed in detail, and it was decided 
that despite the fact that some of the characteristics were too generalizing, they were still true 
for the majority of learners, and therefore had to be considered as generally true (Clark, 1987: 
70–74). Of course, how each individual characteristic influences the learning process is still an 
open discussion, and the analysis that had been worked on in the past can always be changed 
or further elaborated. 
Apart from the learners’ characteristics, another very important factor was included in the 
development of the learner-centered methodology, namely the promoting of learner autonomy. 
Regardless of the learners’ characters, the learners’ ability and responsibility for their own 
learning should be on top of the learner-centeredness’ list when it comes to the application of 
the method in the teaching and learning process. The learner autonomy simply suggests that 
“the learner has well-developed learning strategies, and the development of such strategies is 
the aim of learner training;” so the learners “should have some “say in the choice and 
management of classroom activities” (Thornbury, 2006: 22). The idea is that the learner-
centered approach helps the learner benefit as much as possible from the target language lessons 
by (sometimes) choosing the activities that they find the most appropriate for themselves. 
Learner autonomy criticism went against the concept because they argued that autonomous 
learners would not have entered foreign language lessons had they really been so autonomous 
in the first place. But the criticism was overruled by the defenders of the learner autonomy 
concept by saying that each learner will sooner or later step out in the real world where they 
will have to be autonomous in the use of the target language (ibid.).   
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2. The Post-method era and the Communicative Competence 
Despite of the backlash related to the learners’ ability to (autonomously) learn on the basis of 
their characteristics, however, the main idea of learner-centered teaching remained intact: each 
individual learns in a different way, and the teacher is there to guide the learner towards 
successful learning. The fact that each individual learns differently meant that the aims of 
foreign language learning had to be changed drastically, too. The new focus became language 
authenticity, which meant that discussions on the process of learning would be opened. The 
systematic structural learning inside the classrooms was put on the spot as questionable, because 
it meant that learning a foreign language was a conscious operation, requiring controlled 
practice in an environment which did not provide enough real-life context. The old ways of 
classroom-set teaching and learning did not coincide with the newly found appreciation for 
authenticity, so the conscious learning of the language was slowly pushed aside by the new age 
language acquisition, where meaning would come over the form (Lightbown and Spada, 2006: 
105–115). 
Acquiring a foreign language through social interactions, similarly to how one acquires their 
first language, was getting a lot of praise and support. The debates and disputes between the 
supporters of either of the two concepts of approaching foreign language methodology (via 
learning or acquiring the language) brought about a set of new teaching ideas, all of which could 
fit under the same title – the Communicative Approach. As the name already suggests, the 
Communicative Approach’s gist or goal is communication, implying that the presence of social 
contexts is crucial for its success. The idea here is that language acquisition comes naturally 
when the learner is put in different social situations where authentic communication is needed, 
so they are obliged to use the target language in order to get the desired meaning across. Themes 
that the teachers provide to the learners, such as family life, work, sports, entertainment etc. 
help the learners appreciate the usefulness of the target language in real life, meaning they show 
the learner the need to communicate (ibid.: 140–145). 
Apart from creating the need for authentic communication, there is also another factor which 
the Communicative Approach emphasizes, and it is language comprehension. Despite the fact 
that communication is the main goal, the language should not be neglected. It is therefore 
suggested that there should be enough of authentic target language input in the foreign language 
lessons, provided through reading and listening texts. The texts should be carefully chosen, they 
should be authentic and just slightly above the learners’ level, to make the text interesting and 
challenging enough (ibid.).  
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The results of using the Communicative Approach have shown that the learners were well-
articulated, and were able to use the language correctly in different contexts, but in comparison 
to the learners coming from the classic learning programs, their productive skill of writing 
suffered. Based on these findings, the Communicative Approach was strongly criticized for 
neglecting language accuracy, so a new post-method era was born (Lightbown and Spada, 2006: 
140–145). Yet again new approaches were developed, amongst them the humanistic 
approaches, including methodology such as Suggestopedia – using music and arts to create a 
pleasant learning atmosphere so that the students learn faster and are more confident (ibid.). 
Apart from the humanistic approaches, there was also the Multiple Intelligences Theory 
suggesting that there eight different varieties of intelligence in every person, and they are 
working together as one – some are more prominent than others, so the teacher’s task would be 
to help the learners figure out which of the multiple intelligences works best for them and 
nurture that by adapting the tasks to suit all the learners (Palmberg).  
Two other post-method era approaches would include the Content-Integrated Language 
Learning (CLIL), where content from other subjects is to be included in the foreign language 
classrooms, so the learners would learn Geography through English, for example. The other 
approach is the TPR –  Total Physical Response, and it is based on language-body 
conversations, meaning the learners go about learning the foreign language in the same way as 
they had learned their mother tongue – through using their body language, mimicry, emotions 
etc. (Celce-Murcia et. al., 2001: 9–11). These two approaches go nicely with the last approach 
I have decided to include in the overview of the methodology leading up to the use of the drama 
activities in the EFL classrooms, and it is the Task-Based Learning. 
 The Task-Based Learning (TBL) was formed as a response to the criticism of the 
Communicative Approach, and it is acknowledged by the Common European Framework of 
Reference for Languages (CEFR) as the optimal choice of foreign language teaching. This is 
so because in the contemporary foreign language (English) teaching methodology, the concept 
of the communicative competence has evolved. The communicative competence is now the 
ultimate goal of the English language learning, and therefore the theoretical approaches to be 
used in the language methodology should be in accordance with that. The reason the TBL 
approach is the favorable concept to use nowadays is the fact that it joins the communicative 
skills and the language skills together (Edge and Garton, 2009: 17–23). 
Within this approach, learners move from communication to language, or from meaning to 
form. On one hand, it emphasizes the context in which the learners may find themselves, and 
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on the other it provides appropriate language tasks for the learners to do within these contexts. 
The idea is for the learners  
“to carry out the task with whatever resources they have; the aim is simply to complete the task. 
In the final stage, students focus on some aspects of the language used, usually in the form of 
activities which draw their attention to the features of the language, how it is formed, and how 
it is used, thereby increasing their language awareness.” 
Edge and Garton (2009: 17–18) 
To illustrate the point, a drama activity that could be used in the TBL approach is role-play: the 
learners get a piece of paper and they have the following task written on it:  
 
(Wildman et. al., 2013: 106) 
The learners have to do the task and then the teacher brings their attention to the listed phrases, 
and the learners (having already used the phrases) may better understand or even explain on 
their own the use of the provided phrases. From that, they may go on and do some extra tasks 
to practice the structures. 
This kind of approach makes the students learn deductively – they come to their own 
conclusions about, for example, grammar rules, after they do the task provided in the provided 
context. The tasks do not have to be drama activities, they can also be writing, listening or 
reading tasks, the idea is simply to make the activity in such a way that it has a very clear 
purpose. The learners have to use the language pragmatically first, before they move to the 
linguistic analysis, making this approach a meaning-to-form approach (Lightbown and Spada, 




3. Drama activities in the EFL classrooms 
The TBL approach cleared the way for new activities such as drama to enter the EFL 
classrooms. In the previous chapters I have already mentioned some drama activities that were 
part of the ELT in the past, such as role play, discussions, dialogues, but the argument for 
defining drama activities as post-method activities is the fact that in the past, drama techniques 
were used in the form of the controlled practice, rather than as means of language production. 
Before TBL, the foreign language teachers opted for the Presentation, Practice and Production 
(PPP) approach of teaching the language, meaning that the emphasis was on the language, rather 
than the communicative competence. The principle was to move from form to the meaning, so 
from language to communication. The teachers first used a short text to present a grammatical 
structure, for example, they taught the grammatical rules, and then the students were able to 
practice the structures under the teacher and textbook supervision. This is where the drama 
activities were included in the past – the learners were practicing new language (structures) 
through guided drama activities. When it came to the production stage, however, where the 
learners were supposed to produce the newly learned language in different contexts, there was 
usually neither enough time, nor enough appropriate activities for the learners to really 
understand and use the language even outside the classroom walls (Edge and Garton, 2009: 17–
29). 
3. 1. Defining drama activities 
Only after the TBL was introduced to the ELT community did the drama activities receive 
recognition as communicative by nature. The teachers started to use them in the productive 
stage of the teaching and learning process, which was now the first stage of the lesson. To define 
drama is therefore not defining a new theory or approach, but rather defining a teaching 
technique, “which can be used to develop certain language skills” (Wessels, 1987: 8). Through 
drama activities, learners receive direct learning experience, so the outcome of drama activities 
is not beneficial only for classroom-restricted lessons, but also for life. When at a loss for words, 
the drama techniques acquired may provide a way out to learners, meaning it enhances their 
pragmatic competence, making it a very useful tool when it comes to language use (ibid.). 
In ELT, drama activities are still perceived as a technique used to make learning enjoyable, but 
the real gist of using such activities is often overlooked, so the teachers stray away from the 
extensive use of drama. There are certain restraints connected to the drama activities which 
cannot be overlooked, one of them being the absence of the productive skill of writing, but even 
critics of drama technique who argue that cannot deny that there are certain activities where the 
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learners’ writing skills can be well-included. One such activity could be for learners to simply 
write the text to use themselves, for example (Wessels, 1987: 10). On the other hand, much 
more relevant language benefits can come from the use of drama, such as authentic 
communications skills, structures, vocabulary, unconscious learning, social interactions and 
even psychological benefits (ibid: 10–11). 
Because of these benefits, drama activities cannot truly be defined in one sentence. “They are 
activities which give the student an opportunity to use his or her own personality in creating the 
material on which part of the language class is to be based” (Maley and Duff 1998: 6). They 
rely on the learners’ natural ability to express themselves, and they elicit the learners’ 
knowledge by raising the learners’ interest, making them use their body language, mimicry, 
imitation as well as their social, linguistic and pragmatic competence. The drama activities 
make the learner think outside of the classroom walls and they go beyond the limitations of the 
foreign language simply being a school subject or a course (ibid.). In the following four 
subchapters, the benefits of using drama as a teaching and learning resource are going to be 
further explored through the emphasis on using drama to motivate learners and improve 
classroom dynamics, on how drama enhances the learners’ linguistic competence, how it 
provides the learners with real-life skills and how it supports learners’ creativity in language 
use.  
3. 2. Motivation 
Learners of English as a foreign language attend lessons of a foreign language for different 
reasons. For example, they might want or need to learn the target language because they had 
moved to an environment where the said language is the first language, and learning the target 
language is now part of the integration process. There could also be other reasons for learning 
a foreign language – for a job, because the learner’s boss or their family is making them etc. 
On the other hand, there are learners of English as a foreign language who do not get to choose 
whether they want to learn English or not, because having English lessons is part of the 
obligatory curriculum in schools. These learners tend to be the most challenging group to teach 
from the perspective of a teacher. Why? The reason is quite simple and it has to do with 
motivation. 
There are two main branches of motivation known to the experts in psychology, and they are 
the intrinsic and the extrinsic motivation. Both draw on the people’s reasons for deciding to do 
something (Ur, 1996: 275–280). The intrinsic motivation comes from within the learner, it is 
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somewhat of a desire, a wish. The extrinsic motivation on the other hand, comes from outside 
of the learner, in other words, someone else’s wish. To make the point clearer, I will use the 
examples from the first paragraph to illustrate the point: the reason for learning a language in 
order to integrate into a new community better is part of the learner’s inner wish to learn, 
making this type of motivation intrinsic motivation. The extrinsic motivation does not come 
from the learner’s personal wish or expectation, but rather comes from the outside; the boss of 
the company makes their employee take English lessons for them to be able to continue working 
for the said company, for example. Similarly, primary and secondary school learners have 
English lessons thrust upon them, meaning they have to take the lessons whether they need or 
want them or not.  
The extrinsic motivation is therefore present in most of the learners who take the obligatory 
English lessons, making the challenge of teaching a foreign language an even greater one, for 
it is the intrinsic motivation that teachers tend to strive for in their learners. Despite the fact that 
the learners entering the publically approved curriculum where they have to learn English 
usually come to class extrinsically motivated, the teacher can do many different things to 
change the learners’ motivation from extrinsic to intrinsic, or even to enhance the extrinsic 
motivation as it is not necessarily a bad one. Ur (1996: 277–279) suggests that the teacher may 
not be able to change some aspects of extrinsic motivation that the learners bring to class, such 
as the motivation to learn in order to meet their parents’ expectations or to get good results at 
some standardized tests, but there are other sources of extrinsic motivation that the teacher may 
well affect. 
Amongst them are success and its rewards, for example: in this aspect the teacher is responsible 
for making the learner aware of what they did well, how they had succeeded in certain tasks. 
Only when realizing that they did well on a task will the learners become more motivated to 
continue working on the next one. Apart from success and its rewards, the teacher may raise 
learners’ extrinsic motivation through the opposite of success – the learner’s failure: the 
teacher’s role here is to make sure the learner knows they did not do as well as they could have 
on a task. The learner will then understand that this kind of attitude is to be avoided. However, 
reminding the learner of their lack of trying or constantly calling them on their mistakes and 
slow progress has to be done with caution, for it may lower the learner’s motivation. Ur (ibid.) 
explains that the teacher may do well by not only pointing out the learner’s failure, but to also 
help the learner understand the standard of success and how near or far they are from reaching 
the set standard. 
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Success and failure are the two strongest sources of extrinsic motivation that the teachers may 
affect, but they are not the only ones. There is also the concept of demands, for instance. This 
source of extrinsic motivation comes from how much pressure is put on learners by the teachers. 
If the teachers bring enough authority to the classroom, the learners may feel obliged to do (well 
at) a task simply because the teacher tells them to. These demands are not to be made too often, 
says Ur (1996: 278–279), for they may result instead in learners’ lack of confidence or even the 
need of more guidance by the teacher. Another source of extrinsic motivation which the teacher 
has the power to control are tests. The learners will sooner or later find some motivation to 
study, when they receive the exact exam date, but the teacher may further enhance their 
motivation by emphasizing certain parts of the language that is to be tested. This may help the 
learners engage more in their learning process, and study the emphasized material in detail. The 
last source of outside motivation Ur (1996: 279) considers is competition. “Learners will often 
be motivated to give of their best not for the sake of the learning itself but in order to beat their 
opponents in a competition” (ibid.). The level of (extrinsic) motivation could be very high if 
winning against someone else is the goal of the task, but this should (again) not be overused, 
for the learners may lose interest due to different reasons: always being on the losing team, not 
being listened to within the team, the tasks being too easy or too difficult etc. (ibid.).  
In the previous few paragraphs the focus was on trying to prove that the extrinsic motivation is 
not necessarily bad, and that learners may benefit greatly from it. The teacher’s role in 
promoting the extrinsic motivation, however, is not to be neglected, for they can take the best 
out of different sources of extrinsic motivation and transform the learners’ stress into their 
autonomy in learning. Similarly, the learners’ intrinsic motivation can be encouraged just as 
well. Brown (cf. 2001) claims that there are techniques which can be used to stimulate intrinsic 
motivation, and just as with the extrinsic motivation, the teachers have a significant role in 
promoting the intrinsic motivation, too. The guidelines or commandments for good language 
learning and teaching suggest: 1) lowering inhibitions by playing games and laughing with the 
learners to make them feel comfortable communicating in the target language, 2) encouraging 
risk taking or stimulating the pragmatic competence by praising learners for their effort, 3) 
building up learners’ self-confidence through praise of what they had already achieved, 4) 
reminding learners of why they may need the target language, 5) promoting peer review, 6) 
focusing on the right-brain skills (fluency exercises), 7) encouraging learners to ask questions 
if they do not understand, 8) helping learners use their intuition in language learning – 
correcting only a selection of errors, 9) having learners self-correct and learn from their own 
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mistakes and 10) get learners to set their own aims or goals outside classroom walls (cf. Brown, 
2001). These ten techniques the teachers may use in their classrooms in order to promote the 
intrinsic motivation go together with activities that do exactly that. One branch of such activities 
are drama activities or techniques. 
Intrinsic motivation comes from learners’ interest in learning. Teachers can help arouse this 
interest in learners by either letting learners do what they want (which has not turned out as 
very productive), they may go against the textbooks and bring in their own materials or not use 
them at all. This often results in the learners’ opinion that they are not in fact learning anything 
(Maley and Duff, 1998: 12). What, then, can the teachers do to raise learners’ intrinsic 
motivation? Maley and Duff (ibid.) state: 
“There can be no neat solution to motivation, but the ‘problem’ can be solved by asking, 
honestly, what those twenty or thirty people are trying to do together in the room. Surely, if 
communication is always on a one-to-thirty basis (i.e. from teacher to students), a great number 
of other possibilities are being wasted.”  
Maley and Duff (1998: 12) 
The quote really sums up the answer to the ultimate question as to how to motivate learners in 
class. The answer is to get the learners actively involved, produce tasks requiring real 
communication, so that they have to do the task together and amongst themselves rather than 
simply replying to the teacher. If the communication (being genuine or classroom-restricted) is 
two-sided only by the means of the teacher communicating with a single learner at a time, then 
the rest of the learners are left out and they are not motivated to learn (Maley and Duff, 1998: 
12–13). 
3. 2. 1. Motivation through drama activities 
Apart from the learners not being motivated enough to learn through the teacher-learner 
communication or type of learning, the teacher’s attention is only focused on the one learner 
whose turn it is to speak. In this case, the teaching and learning process is controlled by the 
teacher and it is directed into each learner individually, so the teacher cannot know or control 
what is happening in the rest of the learners’ minds (Maley and Duff, 1998: 13). In order to 
benefit more from the lessons, the teacher can change the teaching approach by, as suggested 
earlier, bringing the learners together, making them work in pairs or small groups instead of 
frontal teaching. This way, the teacher’s attention is divided into several parts and they have to 
be more attentive in terms of following the progress of each learner individually, but it also 
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means that the learners have to be more involved in the learning process. One branch of 
activities promoting this type of learning are the drama activities (Maley and Duff, 1998: 13). 
The drama activities motivate learners firstly in terms of providing an activity that makes the 
learner actively involved in the language production, instead of having the learners as passive 
observers of the language learning process. Apart from that, drama activities provide the 
possibility or need for genuine communication, meaning that the classroom-restricted dialogues 
and discussions that have been set up in advance are out of the question. Learners become 
personally involved in the activities, and are therefore both intrinsically and extrinsically 
motivated to contribute (ibid.: 12–15). The intrinsic motivation comes from the learners’ inner 
wish to speak their mind and to share what they may know or think about the topic of discussion, 
whereas the extrinsic motivation comes from the teacher’s approach – how they go about 
presenting the task to the learners and the ways in which the learners are obliged to do the task, 
for example making the learners do the task in small groups.  
What makes drama activities fun and motivating to the learners (consequentially also improving 
the classroom dynamics and connecting learners), is the idea that the outcome of the tasks is 
never pre-planned, but is rather the result of their own effort and spontaneity (ibid.). By working 
together, the learners feel the sense of acceptance within the groups, they begin to feel more 
comfortable speaking their own minds, they also use their body language, facial expressions 
and personal feelings, which is naturally motivating, considering that each individual learner 
has a different style of learning – they are either visual, aural-oral or kinesthetic learners (ibid., 
cf. Hadfield, 1993). An example of a motivating drama activity is the following: 
Activity: Loser2 (Dimec Bogdanovski and Cerar, 2008: 43) 
Level: pre-intermediate and up 
Procedure: If the class is large, divide students into a few bigger groups of 5-10 students. Have 
each group come up to the front of the class and perform; ask the rest of the audience to give 
you 3-4 different professions or jobs and choose one first. Say it out loud and the student who 
is up first to perform, has to act out the job, but in his/her job, he/she is the biggest loser, so 
he/she should act out the worst possible scenario in the given job. For example:  
 
                                                          
2 The activity is a copy-paste from my own Vignette presentation at the ELT Methodology lesson in 2018. 
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Teacher: “Bus Driver” 
Student 1 (acting): “Oh, it doesn’t matter if I’m blind, just get on the bus, lady.” 
The rest of the learners from the same group can interrupt by saying STOP in which case 
Student 1 gets off stage and another student takes his/her place as “a loser bus driver” and 
presents their own idea.  
Whenever the teacher sees it fit, he/she changes the job by just shouting it out loud, like “Artist” 
and the student who is up next, does the worst impersonation of an artist there is.  
Rationale: 
The learners learn about the jobs/professions through performing, where they can get creative 
and move a bit, too. The activity helps to improve communication skills and the pragmatic 
competence. Also, it is a good way to motivate students because they can use their imagination 
and also speak freely on their own level, using the language structures that they are comfortable 
with. It is also a very suitable activity for kinesthetic learners. 
The above presented activity Loser is a good illustration of how drama activities may enrich 
the language learning process by motivating learners. The activity is not too long, it includes 
all the learners, it conforms to the learner-centeredness’ expectations by including different 
learning styles, it includes total physical response and it is also an information gap activity. It 
serves as both the intrinsic as well as an extrinsic motivation source. The task’s purpose itself 
and the fact that it requires the learner to actually do something are both sources of extrinsic 
motivation. But the nature of the task, which is meant to be humorous and which gives the 
learner the opportunity of getting personally involved in the task, may serve as a source of the 
intrinsic motivation.   
3. 3. Drama activities enhancing the communicative competence 
Motivation aside, there are plenty of other modern-day teaching EFL aims that drama activities 
can help achieve, most importantly the absolute aim of teaching and learning EFL, namely the 
communicative competence. In the Slovenian EFL teaching curriculum, the communicative 
competence is presented as the ultimate goal of the English language teaching and learning, and 
the communicative competence encompasses three major areas of language learning and 
teaching. These are the linguistic, the sociolinguistic and the pragmatic competence (cf. Andrin, 
2016, and Eržen et. al., 2008).  
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In the area of the linguistic competence, the curriculum presents the aims in a very clear way: 
the goal is for the learner to achieve the lexical, grammatical, phonological, orthographic and 
orthoepic competence, all in order to understand the written and spoken English language, and 
to be able to get the main meaning or their own message across through effective language use. 
The sociolinguistic competence includes knowing the target language’s society, the 
enhancement of the intercultural awareness and the development of the target culture 
knowledge, including dialects and accents, the linguistic and social markers, the register, the 
social conventions etc. The aim of the sociolinguistic competence is to use the sociocultural 
knowledge to effectively communicate in the target language (cf. Andrin, 2016, and Eržen et. 
al., 2008). 
The pragmatic competence is the most complex of the three components making up the 
communicative competence. It consists of the discourse competence and the functional 
competence, but there is also a very important sub-branch included, and that is the strategic 
competence. Within the discourse competence, the aim is for the learners to understand the idea 
beyond the sentence level, which they can further develop by acquiring the functional 
competence. The functional competence deals with the speech-acts and knowing when to use a 
certain speech act. The final part of the pragmatic competence is then the strategic sub-
competence which helps the learner go about saying something without using the exact word, 
if they cannot remember it at the time (Eržen et. al., 2008: 11–12).  
The three competences are mutually inclusive, meaning that the focus should be on all three 
when it comes to language teaching and learning, for what they all have in common is language 
in use as the ultimate goal. Using the drama techniques in class helps promote that goal. It helps 
the teacher and the learners move towards the desired communicative competence, but this does 
not mean that the goal can only be achieved through drama. In fact, as Maley and Duff (1998: 
16) say, relying on drama activities too much can be counter-productive, especially when it 
comes to the linguistic competence. If the teacher uses drama activities in the language learning 
process, the language learning will indeed improve, for each learner has their own way of going 
about the same task, using every resource they can, and they use the language that they are 
comfortable in (ibid.: 16–18).  
But on the other hand, moving completely away from the textbook can be a danger as well. The 
development of the linguistic competence comes in stages, and there are three: the presentation 
of language, the controlled practice, and the production stage. Of course, as discussed a few 
chapters earlier, the process can be reversed through the Task-Based approach, but the stages 
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stay the same no matter the order. Drama activities can both present new language and help 
with the controlled practice, they may also make the transition from controlled practice to free 
production easier, but what they cannot do is ensure revision at any time the learner may need 
it – the textbook can. Including both the textbook as well as drama activities may be a better 
combination. The textbook can be useful for learner to rely on if the form of language 
presentation or practice through drama did not suit them – this can happen, as not every learner 
learns in the same ways (cf. learner centeredness). The experts therefore advise a moderate 
choice between different techniques, although focusing the majority on activities enhancing 
language production is still encouraged (Maley and Duff, 1998: 16–31). 
Another consideration in terms of enhancing the linguistic competence through drama activities 
is also the language that the learners may need before they do the tasks. Depending on the tasks, 
the learners may have to meet some linguistic requirements prior to actually going through the 
drama activity. This means that certain categories of the language might have to be pre-taught, 
for example discussion language – the language the learners will have to use in order to make 
their point within the activity. Wordings such as I think that… or similar can be very useful in 
communicative tasks, so the learners should be comfortable enough to use them. The teacher’s 
task here is to prepare the learners for the drama activities according to what the activity is. If 
this means that the learners will have to acquire or revise certain phrases in advance, the teacher 
will do well to prepare exercises to help them (ibid.). 
As for the nurturing of the sociolinguistic competence, the drama activities can provide the 
perfect settings to enhance the social and cultural or intercultural awareness, because they are 
by nature communicative. Through communicating, learners can share their personal opinions, 
understand and accept learners with different approaches to the same task and at the same time 
make up dialogues or discussions connected to topics which can be transferred into the real life, 
instead of simply following the made-up dialogues in the textbooks. The teacher may bring the 
topics connected to the actual target culture into the classroom, and have learners do activities 
focusing mainly on the sociocultural competence for some time. A nice activity which can help 
in this case can be the following: 
Activity: The time has come (Maley and Duff, 1998: 202) 
Level: intermediate and up 
Procedure: the material needed are different texts. The class is divided into four or six groups 
of three, two groups receive the same text. Each group reads the text silently before discussing 
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it. The purpose is to give the text a specific meaning. In order to figure out the meaning clearly, 
the group has to come up with what preceded and what followed the text in front of them – they 
have to put the text in context. The groups then present their text to the rest of the learners by 
reading the made up introduction, the original text and the made up conclusion (Maley and 
Duff, 1998: 202–203). 
If the teacher opts for an activity such as the above described, they may put in the text connected 
somehow to the target culture. That way, the intercultural awareness is being practiced as part 
of the sociolinguistic competence. Apart from that, there are other benefits to the activity above 
– promoting the linguistic competence through writing the beginning and ending to the text, 
and at the same time enhancing the pragmatic competence. The discourse competence within 
the pragmatic competence is being practiced through learners’ understanding of the meaning 
beyond sentence or text level, whereas the learners practice the functional competence through 
providing the context of the text based on what they know about the topic and the target culture 
(cf. Maley and Duff, 1998).  
3. 4. Learning for life 
Through drama activities, learners become intrinsically and extrinsically motived to learn the 
foreign language, and through motivation which helps them stay active, they also enhance the 
communicative competence as the main objective of learning the foreign language. But what 
does that mean when it comes to the learners’ real life? Having the communicative competence 
as the ultimate goal theoretically means that the use of the language should not stop when 
learners cross the classroom doors – in fact, that is where learners should start to use the 
language. In theory, according to the Common European Framework Reference (CEFR), the 
classroom lessons should provide enough practice for learners to be able to go outside and use 
the language in real life. Furthermore, if the learning process is enriched with tasks of 
communicative nature, the kind that the drama activities provide, the outcome is very likely 
positive (cf. Maley and Duff, 1998, Wessels, 1987, and Wilson, 2008). 
Through drama activities, the teachers and learners begin to tear down the classroom walls, 
which keep the English language lessons closed down and marked as simply one of the subjects 
in school. Language is much more than that, it is used in real, everyday life, and it is not limited, 
it grows, it develops, and so do the people, the learners. Maley and Duff (1998: 15) marked 
drama as “the naughty child who climbs the high walls and […] who does not allow us to define 
our [English-only-as-a-subject] territory so exclusively: it forces us to take as our starting point 
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life not language” – in other words drama gives the language life, it primarily focuses on life 
skills rather than the language. Through drama, learners may receive much more input than 
through dull skills’ practice or drills. Through drama, learners move across subjects (cf. CLIL), 
they go beyond grammatical structures, and learn how to express themselves and how to accept 
others. They learn the basics for life – working in groups, speaking clearly, performing in 
public, think outside the box and much more (Maley and Duff, 1998: 14–15). 
3. 5. Drama activities boosting learners’ creativity 
Nowadays, teaching EFL means teaching learners life skills, keeping them motivated and at the 
same time developing their communicative competence. The progress in each of these areas 
cannot be monitored individually, as the areas tend to overlap: there is a positive correlation 
between for instance motivation and the language knowledge outcome: if the learner is highly 
motivated, they will learn more and progress faster. Many activities can achieve lifting 
motivation in individual learners, but not all learners will react or benefit from the same 
activities. Some may enjoy reading texts and doing text-related exercises, but the rest may not. 
What is great about using drama activities is the fact that they tend to be motivating to the 
majority of learners, depending on the chosen task, therefore using drama activities may result 
in more successful learning. There is a reason for the success of drama activities and their 
popularity amongst learners, and it is creativity. Through drama activities, learners can easily 
get as creative as they can – drama activities show them the sky is the limit (cf. Maley and Duff, 
1998, Wilson, 2008).  
Through freedom of expression and a mind-boggling task, the learner has no other option but 
to become creative. But what is creativity and how can the teacher achieve it? There is not one 
single correct answer to this question, as there is no integral definition of creativity in existence. 
Each person may therefore define creativity differently. Maley (Vassallo and Xerri, 2016: 9–
18) does suggest some common features in the attempt of defining creativity. He mentions 
originality –  the outcome of a creative idea is original, immediacy – sudden insight, wonder – 
the creative act leaves the onlookers in certain awe or astonishment, curiosity – the leading 
feeling leading up to the creative act, inspiration – the creative person is usually inspired by 
something or someone to be creative in the first place, the ability to make connections – a 
creative person finds connections between the most unlikely things or events, unpredictability 
– no one can predict creative acts or their outcome, relevance – the act has to be relevant to the 
area it touches, otherwise it cannot gain recognition as a creative act, flow – a creative person 
creates while their mind is flowing with ideas, constraints – creative people can be creative 
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only when they have been given the basis on which to work: they have to be aware of what has 
already been done before they create something original in the same field, and teaching – it is 
not certain if creativity can be taught, but Maley states that “creativity can be tacitly learned 
even if it cannot be explicitly taught. But unless we as teachers demonstrate our own 
commitment to creativity, and unless we offer our students a richly varied diet of creative 
practices, they are unlikely to learn it” (Vassallo and Xerri, 2016: 12).  
The above quote could be interpreted in the sense that the common characteristics of creativity 
and creative people (learners), such as curiosity, originality etc. can be nurtured through the 
appropriate techniques and a good example of these are drama activities. The drama activities 
provide the proper environment for the development of the listed features. While providing the 
opportunity for the learners to develop their communicative competence, the drama activities 
nudge the learners to think outside of the box, too. An example of such an activity is the 
following: 
Activity: Threemono (Dimec Bogdanovski and Cerar, 2008: 35) 
Level: intermediate and up 
Procedure: this is a 3-minute long activity which can be repeated several times.  The idea is 
for the learners to practice storytelling. Three learners are put ‘on stage’ and each of them has 
a monologue about an event they attended together (the audience decides what the event was, 
e.g. going to the circus). Each of them had a different role at the event (they decide this on their 
own, without telling each other). Now they have to tell the audience what happened there and 
what they were doing there. They have to speak in their own character and tell the story from 
their own perspective (e.g.: one of the learners was a visitor, the other was the box office 
salesman, and the third learner was a thief). Their ideas may overlap, but they tell the story on 
the spot, without any preparation. Each person may interrupt the other by stepping more to the 
front and taking over, but the story must continue, so the monologues are intertwined. 
This drama activity puts the learners in the position where they have to be creative, but what 
the learners do is entirely up to them. They can be original, they can make connections, they 
are probably curious as to what the other two classmates will say, as they have to use that 
constraint to their own benefit or storytelling. They may achieve an aha moment (the sudden 
insight), they are inspired by the task and by the words of their classmates, and they will almost 
certainly leave the rest of the class in wonder. The point is that the teacher who choses an 
activity such as the one above, gives the learners the opportunity to become creative. It may not 
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work for all the learners, some may freeze, but even if that happens, they will probably still 
think about what they could have done differently (cf. Vassallo and Xerri, 2016, Maley and 
Duff, 1998). 
4. The era of communicative drama activities 
One of the theoretical part of the thesis’ purpose was proving that drama activities may help in 
many different areas of the EFL teaching and learning, and the benefits of using drama activities 
have already been presented in the previous chapters. Throughout the years, defining drama 
activities or techniques has proven to be a very difficult task, for there have not been any 
unanimous conclusions made as to which activities exactly fall under the category of drama 
activities. In the past, a simple textbook dialogue reading would count as a drama activity, but 
the benefits of using drama in EFL classrooms today is far from that. It is creative task-solving, 
group work, active participation, humor, word play, inter- and intracultural awareness, 
cognitive learning, language in use. All of these characteristics mean that the drama activities 
used in the EFL classrooms of today are in fact communicative drama activities, giving them a 
completely different meaning than they had in the past. 
4. 1. To use or not to use drama, that is the question 
Drama techniques used to be used in the EFL classrooms under the extensive supervision by 
the teacher. This meant that the activities such as role-play-by-model, where the roles were 
strictly defined, and so were the dialogues, were used quite often, because they were part of 
controlled practice. Today, the drama activities are used in a completely different way – they 
are used in all of the language learning steps – from presentation to the language in use. They 
are a living and moving technique, they change with the learners and their outcome cannot be 
predicted as it used to be. This means that many teachers are uncertain whether to use these 
modern-day drama activities or not. Some teachers still assume the position where they 
associate drama with theater only, so they stray away from it. Others are worried that they by 
using drama activities, they may not have as much control over the learners’ learning process, 
and the majority of teachers are reluctant to use drama techniques simply because they feel that 
drama does not give the learners enough skills’ or grammar practice (cf. Hadfield, 1993, 
Wessels, 1987). 
The concern is relatively justified, and the reason is that in ordinary classrooms, the teacher’s 
role is quite prominent, they are in control, they give instructions, they assess the learners, they 
are the source of knowledge. But the teachers’ role if they decide to use contemporary drama 
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activities, changes drastically. The teachers are no longer the all-knowing authority, but they 
rather simply guide the learners through the process, they stand-by, they have to allow mistakes 
to be made and they are simply observing the activities. This way, the responsibility of learning 
will fall on the learners themselves, but it does not mean that the lesson as such will not be 
planned or carried out under the teacher’s authority, for drama activities require a lot of careful 
planning and preparation (Wessels, 1987: 14–15). 
The teacher is the one who decides on the aims of the lesson (according to the valid curriculum), 
so when the learners do drama and what type of drama activities the learners do is entirely up 
to the teacher. In order to carry the drama activities out successfully, the teacher should, 
however, consider all the possible negative outcomes. For example, some learners will be 
absent, some will be tired, others will not understand the task or cooperate with other learners 
etc., so the teacher should be prepared to react to the learners’ demands and attitudes. Timing 
and space should be considered as well, depending on the chosen activity, and it will be the 
teacher’s task to follow through their own plan. Another completely different role of the teacher 
while using drama in their classrooms is the affective one; In order to keep the learners actively 
involved and motivated, the teacher has to be equally as motivated and show genuine interest 
and enthusiasm in order for the activity to work out (Wessels, 1987: 15–18, cf. Maley and Duff, 
1998). A very important consideration that the teachers may have when it comes to using drama 
is also knowing when to stop. Maley and Duff (1998: 20) suggest to “cut it off somewhat 
prematurely,” even if the learners oppose, for it will give the learners a sort of an open-end feel, 
and they will continue to be actively involved by simply thinking about how they might have 
finished the activity. They will therefore stay motivated (ibid.).  
There are many different considerations the teachers have to take into account when weighing 
the decision of whether to use drama activities in their lessons or not. Practical considerations 
will always be present in the lessons including drama activities, but none of the above 
mentioned problems can compare to the positive outcome that drama activities can bring to the 
learners and the teachers alike. Even though the teachers may need to step down from their 
almighty pedestal, which is a challenging task, the view from the top will probably outweigh 




4. 2. A communicative activity 
Despite the existence of many legitimate considerations concerning the use of drama activities 
in EFL classrooms, the contemporary curriculum of the EFL teaching (in Slovenia) states that 
the main goal is still teaching learners to communicate. And even though there are many 
activities which can be used to reach that goal, none have proven as effective as drama activities 
(cf. Maley and Duff, 1998, Wessels, 1987). Harmer (1991: 49–50) set a six-partite criteria to 
differentiate between an activity which is communicative and one which is not. By his 
standards, a communicative task or activity is one which contains the following elements: 1) 
communicative purpose, 2) communicative desire, 3) it focuses on content, not form, 4) the 
language is varied, 5) there is no teacher intervention, and 6) there is no materials control (ibid.). 
The criteria of the communicative purpose states that there should be some kind of an 
information gap or an opinion gap in the activity – this provides the learners with a purpose to 
communicate, it gives them a real reason for following through the activity, and the result is 
real communication. If there is communicative purpose, then there is usually a communicative 
desire as well, meaning that the activity should evoke an honest wish to communicate in the 
learners, in the learners’ mind communicative desire is really a simple need to communicate 
that comes from within. When these two criteria are met, the rest should be easily met: the focus 
should be on getting the learners’ idea or message across instead of focusing on the structures 
that they use. Fluency, rather than accuracy, is much more appreciated when it comes to 
communicative activities, meaning that the activity should provide the basis for the learners to 
firstly speak their minds, and secondly for them to use a variety of language, instead of using 
one structure all the time, which would make the activity a drill (Harmer, 1991: 49–50). 
The last two of the above mentioned criteria deal with control, be it the teachers’ control, or 
materials’ control. No teacher intervention means that the teacher’s role in using 
communicative activities changes – the teacher is the observer while the learners do the needed 
work. The teacher does not correct mistakes, they do not control the task by suggesting what 
needs to be said or done, but they might give some sort of final evaluation to the learners. 
Similarly, no materials control would mean that the learners are not limited in terms of what 
language they should or are allowed to use, the learners should make their own choices as to 
what language resources they want to draw on (ibid.).  
Harmer (1991: 49–50) suggests that if all six criteria are met, then the activity counts as a 
communicative one. There are many activities which can be communicative by nature even 
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without meeting all six criteria, most of these activities focus on speaking and can be found 
within the speaking skills practice in any approved EFL textbook. There is a difference, 
however, between what can be found in textbooks and what can be done through drama 
activities. In the textbook, the communicative activities usually come in the productive stage of 
the lesson, which means they would be put together in such a way to make the learners use the 
newly learnt language and practice it, ruling out the criteria of no materials control, for 
example. But with providing the learners with drama activities, independent of the textbook, 
and perhaps even used at the beginning of the lesson, genuine communication can be realized 
(cf. Harmer, 1991). 
4. 3. Examples of communicative drama activities 
There are many drama activities which meet Harmer’s (cf. 1991) criteria in terms of being 
communicative, but there are also some drama activities which are not; examples of these are 
very structured role-plays, guided dialogues etc. On the other hand, there are three major groups 
of drama activities which meet all six communicative activity criteria and are at the same time 
considered very useful when it comes to teaching teenage learners (the group I will focus on in 
the practical part of the thesis). These activities are the debate, storytelling, and simulation. 
4. 3. 1. The debate3 
“Debate is an excellent activity for language learning because it engages students in a variety of 
cognitive and linguistic ways. In addition to providing meaningful listening, speaking and 
writing practice, debate is also highly effective for developing argumentation skills for 
persuasive speech and writing.”  
Krieger (2005: online)  
Apart from promoting the linguistic competence as described in the quote above, there are many 
other positive aspects connected to the use of this drama activity in the EFL classrooms. A very 
important one is that it is communicative by nature, so it usually creates the need or stimulates 
the inner desire of the learner to follow through the activity. It promotes the pragmatic 
competence as much as it does the linguistic, because the objective is to listen to and respond 
to the learners debating in the opposing team. The sociolinguistic competence is also being 
developed, because the topic of the debate is usually society or culture-oriented. Debating also 
                                                          




includes a lot of skills’ work, especially listening and writing – taking notes, preparing for the 
speech etc.  
Krieger (2005) provides some terms connected to the organization of this drama activity, such 
as the definition of debate and its instructions: the debate is “a game in which two opposing 
teams make speeches to support their arguments and disagree with those of the other team.” In 
every debate, there are steps which learners have to follow, and Krieger (2005) lists them in the 
order in which they should be carried out: 1) the debating teams need a resolution – a topic to 
debate on and present their views on, 2) the affirmative team has to provide the arguments 
supporting the resolution, 3) the negative team presents their view on the resolution, which they 
disagree with, and there is always a 4) rebuttal – when it is one team’s turn, they first have to 
comment on what the first speaker from the opposing team argued. There can also be 5) judges 
or voters who decide on the winning team (ibid.).  
What could be considered as problematic in using the debate is the fact that the learners may 
not always be put in the position they agree with or know a lot about. The experts suggest not 
to worry about this factor, because despite of the protesting in case this happens, the learners 
will eventually have to learn how to understand the opposing view. This way the debaters will 
also learn how to accept and understand the stanza they may not be personally taking (cf. Maley 
and Duff, 1998, Harmer, 1991, Hadfield, 1993, and Krieger, 2005).  
The teacher’s role in the debate is not as prominent on the outside, but it is of great importance 
nonetheless. The teacher decides when the debate is the appropriate activity to use, perhaps 
when they see that the learners feel passionately about a certain topic, or if something is 
happening in the real world, which is arguable. The teacher is also the person who decides on 
the topic or the resolution of the debate, which has to meet certain criteria: 1) it should be 
something that is debatable – that can be argued over, 2) it should be something the learners are 
passionate about – something that they can relate to, 3) there should be enough material for the 
learners to take from when preparing for the task, and 4) the resolution should be clearly stated 
and it should be something that a lot of people agree with. An example of a well-chosen 
resolution can be: “Religion should be taught in schools” (Milliman, 2019). 
The topic or the resolution of the debate should be chosen with care, and the teacher may present 
several topics to the class. The learners can help decide what they want to debate on, but in the 
end the teacher has to decide. The teacher also has to be the one to decide which learners work 
in which group, and they have to make sure the learners are fairly distributed, as well. It is also 
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wise to pre-teach or revise some useful vocabulary and to let the learners know what the debate 
looks like – who are the participants and who are the judges or voters (cf. Milliman, 2019, 
Krieger, 2005, Alasmari and Salahuddin, 2013).  
4. 3. 2. Storytelling 
Aside from the debate as one of the most motivating and universally good drama activities to 
use in the EFL classrooms, storytelling comes very close to it under the same terms. Telling 
stories is describing “dramatic events in fiction or in fact” (Parran and Watts, 2003: 7). This 
means that whether the stories are made-up or real-life, they still make the learner use all of 
their resources to tell the stories. The activity of storytelling can cover many different areas: 
telling personal anecdotes, reporting on events (journalism), making the story up as you go, 
telling about myths and legends etc. (ibid.: 7–8). Through storytelling learners can share their 
views and ideas, they are intrinsically motivated, they activate the brain of both the teller as 
well as the listener (ibid.: 8). 
Using storytelling in the EFL classrooms means that the learners are actively absorbed in the 
activity, they are not simply learning a language, but are rather experiencing it (Parran and 
Watts, 2003: 8). The purpose of storytelling is really about developing the communicative 
competence, it is about fluency. The learners are usually like sharing stories, for stories are part 
of our everyday living – we thing about the events that have happened, we think about what we 
wish would have happened or would happen in the future, and we daydream through them. The 
fact that stories encompass every bit of our lives makes them an endless resource for learners 
to draw on and be creative in (Heathfield, 2005: 7–12). 
The fact that the learner is telling the story suggests that the story is being told from their 
perspective only. The listeners may, however, develop their own opinion or critique of this 
story, so the listeners are actively involved in the process as well. The role of the teacher is, as 
with the debate, a minor one. The teacher should not correct mistakes or penalize the use of the 
mother tongue, for the purpose of storytelling is not only to encourage the development of the 
linguistic competence. On the contrary, through storytelling, the language can be enriched, new 
language can be introduced – the teachers may want to decide on using the drama technique of 
storytelling as the presentation part of the lesson, instead of practice or production (cf. Parran 
and Watts, 2003, Wajnryb, 2003, and Heathfield, 2005).  
Storytelling can encompass the four skills, as well – it can be done through reading, writing or 
speaking, whereas listening is included automatically. Learners can tell their personal stories or 
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they can make them up on the spot, depending on the task. A simple, but effective storytelling 
activity, which can be used in any stage of the lesson, depending on the aims is the following: 
 
Heathfield (2005: 35) 
Through the activity above, the learners have to make up a rumor and forward it to their 
classmates. It is a cognitively challenging task, for the learners do not have any real information 
about the person they have to make the rumor about. It is also a very communicative activity, 
because the learners have to include their own opinion of the story in the end, making it a very 
motivating activity as well. Did you hear? can be used with lower level learners as well as the 
advanced learners, suggesting it is very adaptable. It requires group work and a lot of learner 
activation, and it can be used as a warmer, an introductory activity, practice, production or 




4. 3. 3. Simulation 
“Simulation is a case study where learners become participants in an event and shape the course 
of the event. The learners have roles, functions, duties, and responsibilities within a structured 
situation involving problem solving” (Jones, 1980: 4). The idea of simulations is therefore for 
learners to be put in the position where they have never been before: they often have to pretend 
to be someone else and it forces them to think through the eyes of other people (Harmer, 2008: 
352–353). The drama activity of simulation is quite an extensive one, because it encompasses 
many different techniques, such as role-play and case studies on one hand, but also the games 
of the improvisational theater on the other.  
What is crucial to note when it comes to the drama activities of simulation is that, similar to 
other communicative drama activities, the teacher’s role is minimized. The teacher is only the 
person who has to choose an activity that is going to help achieve the lesson aims. They also 
have to give very clear instructions, for simulation can be a very abstract concept to some 
learners: it requires them to imagine situations and people’s possible reactions to these 
situations, in order for the learners to comprehend the connections between the simulation tasks 
and the real-life situations. The teachers are encouraged to use the activities of simulation when 
the lesson aims are for learners to practice their fluency in very specific situations (cf. Crookall 
and Oxford, 1990, Harmer, 2008). One such activity is the following:  
Activity: Knife in the school (Harmer, 2008: 352–353). 
Level: intermediate and up 
Procedure: the teacher explains that a boy has brought a big knife to school, and now this boy, 
his parents, the principal and the class teacher have a meeting to discuss what is to be done 
about this situation. The learners work in small groups and each is given a certain role within 
the story, as well as some extra information about their role. They then have to have ‘the 
meeting’ and present the solution to the rest of the class. 
This activity represents the main features of the simulation drama activities: 1) it is 
communicative by nature – Harmer’s (1991: 49) criteria checks out; 2) it requires the learners 
to build on all of their competences – the linguistic by using the language that they can, the 
sociolinguistic because of the social situation they had found themselves in, and the pragmatic 
because of the resourcefulness that they will have to show in terms of discourse; 3) it includes 
all three major sub-categories of simulation to be used interchangeably; the learners are solving 
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a case study, they assume different roles (role-play) and they will probably have to improvise 
as well during this activity, based on the other learners’ reactions and ideas. 
4. 3. 3. 1. Role-play 
The activity of Knife in school portrays the difference between the sub-categories of simulation 
quite nicely. The role-play activity was put under the category of simulation, because there is 
no clear line between a simulation activity and a role-play activity; they both require a certain 
level of simulation, and role-play is often used within simulations, but the final outcome in 
terms of language is similar regardless of how these two activities are defined (cf. Jones, 1980). 
Through role-play activities, learners face the challenge of being in specific situations, where 
they have to react accordingly. The idea is for learners to either be put in an imaginary situation, 
where they are present themselves, or for them to be put in an imaginary role – in another 
person’s shoes (cf. Crookall and Oxford, 1990).  
The role-play drama activity is often used in the learners’ textbooks in the production or practice 
stage of the lesson, and it can be very strictly defined or completely without materials’ control. 
The latter is the better option in terms of enhancing the communicative competence. Role-play 
is usually used as a speaking activity, so the focus is normally only on the skills of speaking 
and listening, but depending on the aims, it can also require some writing or reading. The fun 
and motivating part of this activity to the learners, however, is not about the lesson aims’ 
achievement. It is about the fact that they can become anyone they want, and act out their part 
in any way they like or are able to (cf. Harmer, 2008). An example of a good role-play activity: 
Activity: An exotic sport (Dimec Bogdanovski and Cerar, 2008: 40) 
Level: intermediate and up 
Procedure: the activity requires four learners. One is a TV show host, one is the coach of an 
invented extreme sport, and two are the competitors of this sport. The audience decides what 
sport it is, for example ‘cloud surfing’. The TV host interviews the coach about this sport, and 
they do so by watching a video tape of this sport. The remaining two learners are the ‘video 
tape’ – they are mute and are only competing in the chosen sport, while the coach and the TV 
host comment on it. The objective is to give as much information on the sport as possible while 
observing the video. The learners’ task is to work together to represent the sport as a real one. 
The activity is fun to the learners, depending on the level, the learners may get some extra 
preparation in advance and some extra help. It should be a short activity and it can be used as 
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an introduction into the free-time activities lesson, or a discussion of sports etc. It can also work 
as a revision exercise or the language use stage of the lesson. The teacher should only be careful 
not to use up too much time on deciding the sport or gathering the learners. It can also be 
repeated to point to how different learners may understand the same role in completely different 
ways – some learners will probably cheat if they are put in the position of the competitors, some 
might be really tough coaches and other gentle ones (cf. Dimec Bogdanovski and Cerar, 2008). 
4. 3. 3. 2. Case study 
The activity of case study can also be closely-linked to the role-play activities, but the objective 
is usually slightly different. The case study activity is “a detailed account giving information 
about the development of a person, group, or thing, especially in order to show general 
principles” (Cambridge Dictionary Online). Using the drama technique of the case study, 
however, does not exactly coincide with the above definition. The definition stated that the case 
study is a type of research that requires a lot of time to produce fruitful results. But in the context 
of EFL, a case study is used in a more literal sense: there is a case given to the learners and they 
have to assume some roles in order to produce certain results. This makes a case study the 
problem-based learning technique, rather than a simple simulation activity (Crookall and 
Oxford, 1990: 148–150). An example of a case study used as a drama activity in the EFL 
classrooms: 
Activity: Launching a new product (ibid.: 149–150) 
Level: intermediate and up 
Procedure: the learners are put in the role of the employees at a certain company. They receive 
some information about a new product of the company and some relevant company information. 
The problem that they have to solve is the time, the manner and the place where they are going 
to market this new product. The learners are then put in groups of four or five, each group is 
given a department within which they have to work to solve the problem. They have to take into 
account everything from finance to the competition. 
The case study described above exemplifies the characteristics of case study activities in 
general: it creates the need to communicate, it boosts learners’ creativity, it makes the learners 
work together in order to foster an effective solution to the problem, they have to produce good 
arguments to support their ideas, they are very active, they have to think in the target language. 
They may also be given some aid in advance – information about the company, its history, some 
statistical information to help them produce relevant solutions. This means that the skill of 
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reading is included in the learning process. The learners may also need to include the skill of 
writing – notes, proposals, whatever needs to be done in order to launch the new product 
(Crookall and Oxford, 1990: 148–150).  
The benefits of using case studies are more than the promoting of the communicative 
competence, because case studies can be extremely helpful not only in general English 
classrooms, but even more so in the English for specific purposes classrooms. The case or the 
problem the learners have to solve can be anything relevant to the vocational schools the 
learners are attending. The teachers can adapt this activity to fit all the learners, including the 
weaker ones. This can be done for all the activities in the category of simulation, and it can be 
done through the teacher’s careful planning: the division into groups should be tactically done, 
the amount of the information about the case which is to be distributed in advance should be 
thought through, and the topic of the case study should be relevant to the learners, especially if 
the learners are in vocational schools (cf. Crookall and Oxford, 1990).  
4. 3. 3. 3. Techniques of the improvisational theater 
The role-play and the case study are both very closely linked to the concept of simulation, but 
despite of being put in the same category as these two, the techniques of the improvisational 
theater are guided by a somewhat different principle. There are no materials, learners can rely 
on, the learners cannot get any information in advance and the activity is still somewhat 
connected to the ordinary form of theater where there is both an audience and the performers. 
The improvised theater games (also referred to as disciplines) were derived from the 
Theatersports or Theater Games, invented by theater experts who wanted to bring humor and 
improvisation into theater (Wilson, 2008: vi, Dimec Bogdanovski and Cerar, 2008: 4).  
The teachers can decide to use the techniques of the improvisational theater simply for fun and 
the improvement of group dynamics, or they can use them to nurture the communicative 
competence, to promote learners’ creativity, to boost the learners’ intrinsic (and extrinsic) 
motivation, and to help learners improve their self-confidence. The improvisational disciplines 
are also good for exploring the techniques used in real theaters, where texts are guiding the 
performances. Through the use of the improvisational theater activities, there is also the element 
of competition which can be used, because these activities were originally intended as 
competitive (ibid.). The learners can be put in two groups, there could be a moderator on stage 
with them, and there could be the jury and an audience, too. But since these activities usually 
take up quite some time, it would perhaps be better to use only one or two disciplines per lesson 
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in the EFL classrooms’ context. The following activity illustrates the point of the 
improvisational disciplines as an effective tool in the EFL classrooms: 
Activity: Party Guests (Wilson, 2008: 84 -85) 
Level: intermediate and up 
Procedure: two learners are hosting a party. Three other learners are invited. The two hosts 
have to leave the room in order not to hear. The three learners who are invited to the party are 
given different characteristics, for example: a dancer who cannot stop dancing, a person who 
thinks they are a detective etc. The two hosts then return to the classroom and have the party. 
The three guests enter one by one and indirectly present their characteristic. It is then the two 
hosts’ job to figure out what the characteristics are. They do so, but the objective is to have the 
scene look as much as a normal party as possible, with no direct guessing. 
The activity is communicative, motivating and fun to the learners. The objective is to figure out 
the characteristics, but this game allows variations as well, depending on the learners’ level: 
the characteristics could be replaced with colors, or food items or animals or similar. It is also 
very inclusive – the weaker learners could portray the characteristics of movement or similar, 
where the goal is to move rather than speak. The activity also includes movement in general, 
so kinesthetic learners benefit from the task, too. The teacher could also decide to make learners 
do follow-up activities which could include skills’ work, such as writing alternative endings or 
funny phrases that were used (ibid.).  
* * * 
Through the chapter of The era of communicative drama activities, I have presented the 
beneficial aspects of using drama activities in the EFL classrooms. These include high levels 
of motivation, learner activation, the enhancement of the learners’ communicative skills and 
their creativity, but also the improvement drama activities can bring to the real-life interpersonal 
relationships. Drama activities connect learners, they make them become independent in their 
language use and there are several techniques which can help them achieve the ultimate goal of 




III. EXPERIMENTAL DESIGN 
The benefits of using drama techniques and activities in the EFL classrooms are quite extensive 
in theory and in practice, but in what way and in what amount are these type of activities used 
in Slovenian EFL classrooms? The experimental chapter will deal with finding answers to these 
two questions through the analysis of the textbooks which have been approved by the Ministry 
of Education in Slovenia and are being used in EFL classes across the country. The focus will 
be on an intra-unit analysis of four intermediate-level textbooks. Through the analysis I will 
attempt to prove that the drama activities used in textbooks meet most of the communicative 
activity criteria, considering the fact that the intermediate textbooks were designed to fit B1-B2 
level (cf. Common European Framework of Reference) learners. I anticipate that most of the 
drama activities will not meet the no materials’ control criteria, and will be predominantly used 
in the practice stage of the unit. 
I will only analyze one unit in each of the four chosen textbooks, as the units follow the same 
task patterns throughout the textbook, meaning that analyzing, for example, Unit 1 will show 
very similar results as would the analysis of any further units in the same textbook. Through 
the intra-unit analysis, I will then try to find and further explore the drama activity(-ies) used. 
The drama activities will be put up for more extensive evaluation considering Harmer’s (1991: 
49) criteria of communicative tasks. I anticipate finding very few drama activities which would 
meet all of Harmer’s (ibid.) criteria, but are still communicative enough to serve the purpose of 
developing communicative competence. 
The empirical part of the thesis is therefore going to be both qualitative as well as quantitative. 
In the qualitative part of the thesis I will do an intra-unit analysis and then apply the 
communicative task criteria to the drama activities to show how communicative they really are. 
And in the quantitative part of the research I will investigate how many drama activities are in 
fact included in the textbooks and which type of drama activities they are. I estimate that the 
drama activities which are most likely to appear in the textbooks are storytelling and role-play, 
but these will be materials’-controlled despite the relatively high proficiency level of the 
textbooks chosen. 
The textbook analysis 
The choice of textbooks to be analyzed in this chapter was not an easy one, because there are 
quite a few Intermediate textbooks in Slovenia that are being used in high schools at the present 
time. The textbooks I have chosen are only four out of approximately twenty approved 
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textbooks of the same level in Slovenia. The chosen textbooks are: Insight Intermediate 
Student’s Book, The Matrix Intermediate Student’s Book, New Opportunities Intermediate 
Student’s Book and the English File Intermediate Student’s Book.  
1. Insight Intermediate  
The textbook used for the analysis: Wildman, J., C. Myers, and C. Thacker. 2013. Insight 
Intermediate Student’s Book. Oxford: OUP. 
All the units in this textbook are divided into subchapters ranging from A – E: A) Reading and 
vocabulary, B) Grammar and listening, C) Listening, speaking and vocabulary, D) Culture, 
vocabulary and grammar, E) Writing (Wildman et. al., 2013: 2–3). Considering the amount of 
pages one unit spreads over – that is twelve pages altogether, all of these subchapters are well-
balanced. But by simply observing the names/labels, it can be seen that grammar and 
vocabulary are given more emphasis than skills’ work. In the following table, Unit 2: 
Travellers’ Tales will be analyzed more thoroughly to check if the textbook corresponds to the 
ultimate goal of EFL learning and teaching – the communicative competence. 
1. 1. The intra-unit analysis 






The unit’s subchapter opens with a speaking activity to activate learners’ 
schemata on holiday. The activity is followed by a reading task. The text is 
about responsible tourism. The follow-up activities include putting events in 
order, answering questions about the text and discussing questions related to 
the text as a speaking activity. The next task is matching words to form 
compound nouns, which have to be used in the following short text exercise 
where the learners have to replace emphasized phrases with the appropriate 
compound nouns. The second to last task includes completing the gaps with 
the correct form of the verbs where the focus is on grammar, rather than 
Reading and vocabulary. The final task is a guided speaking activity – 
expressing preference of holiday based on the text read. None of the activities 





The lesson opener is a speaking activity, requiring reading a short ad and 
discussing some questions about it. This activity is followed by Part 1 of the 
story – it asks the learners to predict what happens next and could be used as 





have to match sentences with the rules of narrative tenses. Then they have to 
fill in the gapped Part 2 text with the correct form of the verbs in brackets. 
The last part of the subchapter is listening to Part 3 of the story, putting the 
events in order and retelling the story using the given phrases, then circling 
the correct answers about the text. The final task is speaking about the learner’s 











The unit’s subchapter opens with a speaking exercise based on the photos 
provided – the activity is relatively open-ended, the learners have to express 
their own ideas about the differences between types of travelers. What follows 
is a very useful listening strategy explaining how learners should know why 
they are listening to a certain text. The strategy is followed by a listening 
recording, then a task on matching the speakers with their utterances. The 
lesson is then moved to vocabulary definition matching connected to the 
listening text and then there is a role-play speaking activity where learners are 
asked to prepare a dialogue. This task will be included in more detailed 
analysis later on. The subchapter then provides speaking and listening tasks 
starting with a short reading text about London city tours (the learners choose 
their favorite), followed by a listening recording about other people discussing 
the same three tours. The activity continues in the form of discussing useful 
phrases connected to persuading and negotiating and then putting the listened 
dialogue in the correct order while observing these phrases. The final task is 
another role-play activity which focuses on practicing the persuading. This 







In the subchapter of culture, the lesson opens with a speaking activity based 
on provided pictures, followed by the reading of the provided text on the 
history of The Mother Road in the U.S.A. The reading’s follow up is a 
true/false activity and a speaking activity: discussing famous routes in the 
learners’ country – what are they, why are they famous etc. The speaking 
activity is followed by a vocabulary task where learners choose the correct 
word to form prepositional verbs. The focus then shifts to grammar: learners 
have to complete grammatical rules on used to and would. The task’s follow-
up activity is using these new items as well as putting the verbs in brackets in 
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the correct form. The final task is for learners to write sentences about the life 
in their own cities, using new grammatical structures. Although this activity is 




The lesson opens with pair work answering the questions about the provided 
pictures. The task which follows is a reading and matching the text to the 
pictures. Then a starting the story strategy is provided where learners are given 
ideas as to how to go about the beginning of a story. To make sure the learners 
understand the strategy, a matching task is provided – the steps in the strategy 
are to be matched to the preceding text. Then the focus shifts to event ordering 
with a match the words from the text with the below provided phrases task. 
The next task is for learners to talk about the ending of the texts provided in 
the second task. One of the four stories’ discussed up to this point is now given 
an ending in terms of a gapped text. The gaps have to be filled with the 
provided phrases. The final part of the lesson is the writing guide. The task is 
for them to “write an entry for the travel competition” (Wildman et. al., 2013: 
25). The learners are also given help in terms of the steps they should take to 
do the task. This final task could be transformed into the drama activity of 
storytelling, where learners would first have to come up with the story, and 
then write it. But since the textbook’s tasks are fixed, this activity will not be 
used in the following thorough analysis of drama activities, despite its 
potential to be part of this category. 
 
The above table presents the Insight Intermediate’s unit structures. I have only found three 
drama activities in the whole of twelve pages of the materials, although there were some 
activities which had potential to become communicative drama activities. Some activities are 
communicative, and would correspond to the communicative task criteria, but they are not 
drama activities, so they were left out. Each unit also closes with a two-page Vocabulary insight, 
focusing on the newly presented vocabulary, but since all the activities in this subchapter are 
gap fills or rule boxes, I have decided not to include them in the analysis. In general, the 
textbook does provide interesting and learner-relevant topics, such as traveling, different 
worlds, teens, tastes etc. This unit’s texts are also very insightful and would probably capture 
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the learners’ attention. All the tasks are very closely linked to the texts provided, though, and 
there is not much room for the learners’ own ideas.  
1. 2. The drama activities 
Activity 1: STORYTELLING 
 
Wildman et. al. (2013: 19) 
COMMUNICATIVE PURPOSE YES 
COMMUNICATIVE DESIRE YES 
FOCUS ON CONTENT, NOT FORM YES 
VARIETY OF LANGUAGE NO 
NO TEACHER INTERVENTION YES 
NO MATERIALS CONTROL NO 
 
Based on the above criteria, the task is communicative. The only two criteria which were not 
met were the variety of language and no materials’ control. The variety of language was not 
met due to the fact that there are six specific suggestions given to the learners to rely on while 
telling their story. The no materials’ control criteria was not met because the six points given 
to the learners as help were the same six points which were being discussed throughout the 
whole lesson, so the learners would be influenced by the material preceding this task.  




Wildman et. al. (2013: 20) 
COMMUNICATIVE PURPOSE YES 
COMMUNICATIVE DESIRE YES 
FOCUS ON CONTENT, NOT FORM YES 
VARIETY OF LANGUAGE NO 
NO TEACHER INTERVENTION YES 
NO MATERIALS CONTROL NO 
 
The task is communicative, despite it not meeting two of the six criteria. The variety of language 
and no materials’ control were not considered met because the role cards included very explicit 
guidance as to what should be discussed. The language the learners would have to use in order 
to communicate would be very guided by the materials preceding the role-play task – the 
activity is used as vocabulary practice, but at the same time as a “persuading and negotiating” 
(Wildman et. al., 2013: 21) introductory activity. 
Activity 3: ROLE-PLAY 
 
 Wildman et. al. (2013: 21) 
 
COMMUNICATIVE PURPOSE YES 
COMMUNICATIVE DESIRE YES 
FOCUS ON CONTENT, NOT FORM NO 
VARIETY OF LANGUAGE NO 
NO TEACHER INTERVENTION YES 




The activity did not meet three of the six criteria, meaning it is not a communicative activity. 
The task was set as a follow-up to the extensive presentation of the language which is to be 
used in order to persuade someone into doing something. The communicative purpose and 
desire may be present, and the teacher does not have to intervene, but the roles’ descriptions 
are too detailed and explicitly suggest how the dialogue should unfold. The language is not as 
varied as it could be, because the task is based on the three short reading texts about London 
tours. The materials therefore control this activity, but what is more, the focus is on practicing 
the phrases and language which was dealt with in the previous tasks, so language accuracy is 
being developed instead of the language fluency, considering that fluency is a big part of 
communicative competence. 
* * * 
There are only three activities in the whole unit, which would fall under the category of true 
drama activities. These three activities were then analyzed to see whether they were also 
communicative drama activities. Two of them were confirmed as such, one of them being a 
storytelling activity, and the other a role-play activity. Despite the fact that there were other 
tasks which could have been transformed into drama activities, only these three were taken out 
and analyzed more thoroughly, because the rest of the tasks’ instructions were very explicit, 
meaning most of the teachers would opt for them as they are, rather than deciding to transform 




2. New Matrix Intermediate 
The textbook used for the analysis: Gude, K. and J. Wildman. 2009. New Matrix Intermediate. 
Oxford: OUP. 
The textbook’s units are divided into individual lessons, each spreading over one to two pages. 
These lessons are distributed in the same order throughout the whole textbook. They are: A) 
Reading and Vocabulary, B) Grammar, C) Let’s practise grammar, D) Listening and Speaking, 
E) Writing, F) Word focus, and G) Culture Zone/Reading for pleasure (Gude and Wildman, 
2009: 2–3). All the lessons are two-paged, except for the final two, which are only one-page 
lessons. Four out of twelve pages in the unit are dedicated to grammar presentation and practice, 
and three have to do with vocabulary. The skills of listening and speaking are given less 
emphasis joined together in only one out of six or seven lessons. I have chosen to analyze the 
Unit 8: Taking risks to see which types of activities are given the most focus throughout the 
unit to check how well they support the development of communicative competence. 
2. 1. The intra-unit analysis 






Each unit in the textbook opens with either a short quiz or picture discussions. 
In this unit, the quick quiz is used to activate the learners’ schemata on taking 
risks. The learners discuss how high certain risks can be in their opinion. The 
activity is quite communicative but also very guided and does not allow much 
variety of language. It is also not carried out as a drama activity, so it will not 
be used in the later analysis. The lesson continues with a text on measuring 
how risky certain activities are. The accompanying tasks include answering 
questions about the text, true or false statements and vocabulary and grammar 
gap fills. The final task is for learners to speak. They have to decide on what 
surprised them in the text and state their own preferences as to which activities 






The lesson opener is a discussion task related to the phobias, followed by a 
text on claustrophobia. The grammatical structures of defining relative clauses 
are underlined in the text and explained or presented in the Grammar check 
box. The learners then practice the defining relative clauses by first putting 
two sentences together using a defining relative clause and then deciding on 
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which pronouns can be left out in the following task. The focus is then shifted 
to non-defining relative clauses. The first task is for learners to answer the 
questions on the rules of non-defining relative clauses based on the three 
examples provided. The learners then put two sentences together again, this 
time using a non-defining relative clause. In the next exercise they have to do 
the same, but have to decide on either a defining or non-defining relative 
clause. After some dull grammar practice, where three out of eight tasks are 
the same, there is a Let’s activate exercise and it is about guessing the 
adrenaline sport. This task will be included in the drama activity selection to 




In this chapter none of the tasks are drama activities. Most of the tasks are for 
learners to match, put sentences together or do gap fill exercises. Three short 







The listening and speaking activities are combined in this chapter. The 
learners’ background knowledge is activated through discussion on different 
emergency services. The learners then have to listen to an emergency phone 
call and fill the missing part of the note. This activity will be included in the 
drama activities section. Then the learners do some more listening exercises 
such as putting ticks next to the activities mentioned in a recording, or putting 
the sentences in the correct order. In the speaking part of the lesson, learners 
connect new vocabulary to the correct meaning, they fill in the gaps in a 
dialogue, they discuss the jobs in the photos, and they have to make a short 
interview. This activity will be included in the drama activities section as well. 







The lesson is constructed in such a way that it guides the learners through 
individual steps that make up a well-written composition. The first step is for 
learners to study the sample of an informal note and then make their own note 
the same way – this task could be included in the drama activities section, but 
it is too guided and the learners have to follow the sample almost word by 
word, so the task was excluded as a drama activity.  
Then there is a text-person matching activity, studying the sample of an 
informal letter, a reading comprehension task where learners match the 
paragraphs with their summaries and answer some questions. What follows 
are sentence joining activities to show the learners there should be a purpose 
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for them writing to someone, and in the end the learners are given a task to 
write their own short informal letter. The task is based on one of the short 
reading texts included in this lesson.   
F) Word 
focus 
In this lesson, the learners have to fill in the gaps with the vocabulary they 
have acquired throughout the unit so far. There are only four tasks, each of 
them focusing on a different part of vocabulary – from new words to 
prepositions and phrasal verbs. None of the tasks are very communicative and 
none are drama activities. 
G) Reading 
for pleasure 
This lesson includes only two tasks. The first one is for learners to read a text 
on The London Road and answer the questions related to the text. The second 
task is a role-play activity, and it will be included in the following chapter of 
the thesis. 
 
The unit shows that there are some inconsistencies in terms of what each lesson claims will be 
learnt, such as there being grammar practice in the reading and vocabulary section, or there 
being vocabulary matching exercises in the speaking part. In general, there is a lot of focus on 
grammar and vocabulary practice, whereas not so much skills’ work, even though there are 
many speaking exercises included in each chapter. These speaking exercises are not very 
communicative, but more guided and in the form of short pair work discussions. There are many 
texts for the learners to read, which are level-appropriate and may generate a lot of interest 
amongst high school learners. But even though there is a lot of potential in these texts for the 
learners to benefit from in terms of acquiring the language based on the task, the textbook is 
still more from presentation to controlled practice oriented, leaving little to no room for the 




2. 2. The drama activities 
Activity 1: STORYTELLING 
 
Gude and Wildman (2009: 97) 
COMMUNICATIVE PURPOSE YES 
COMMUNICATIVE DESIRE YES 
FOCUS ON CONTENT, NOT FORM YES 
VARIETY OF LANGUAGE NO 
NO TEACHER INTERVENTION YES 
NO MATERIALS CONTROL YES 
 
The activity meets five out of six communicative activity criteria. The task is a guessing game, 
so there is the information gap present, meeting the communicative purpose criteria, the 
communicative desire is achieved the learners being able to use their own ideas or even base 
the task on their own experience. The focus is on the guessing of the adrenaline sport and the 
discussion on this sport, rather than on the structures used. Despite that, the task does state the 
learners should use the relative clauses in each clue, meaning that the variety of language is not 
so extensive, but rather slightly limited. Apart from that, there is no teacher intervention 
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whatsoever, and since the whole lesson was more or less focused on the discussion of phobias, 
there is also almost no materials control.  
Activity 2: SIMULATION (CASE STUDY) 
 
Gude and Wildman (2009: 100) 
COMMUNICATIVE PURPOSE YES 
COMMUNICATIVE DESIRE YES 
FOCUS ON CONTENT, NOT FORM YES 
VARIETY OF LANGUAGE NO 
NO TEACHER INTERVENTION YES 
NO MATERIALS CONTROL NO 
 
Based on Harmer’s (1991: 49) communicative activity criteria, this task is communicative, 
despite the fact that it does not meet two out of six criteria considered. If taken out of context, 
this task could be used as a case study activity or a role-play activity, because there is a clear 
communicative purpose and it is for learners to pass on the information about an emergency 
call they have received. There is also a communicative desire because the learners are put in 
the position where the information they had gathered has to be passed on. The focus is on the 
message, what the caller says rather than how they say it. There is not a large variety of language 
used, and the learners are slightly controlled by the materials – there is a note which is half 
done, they simply have to finish it. But despite that, the task does provide an accurate insight 




Activity 3: ROLE-PLAY 
 
Gude and Wildman (2013: 101) 
COMMUNICATIVE PURPOSE YES 
COMMUNICATIVE DESIRE YES 
FOCUS ON CONTENT, NOT FORM YES 
VARIETY OF LANGUAGE YES 
NO TEACHER INTERVENTION YES 
NO MATERIALS CONTROL NO 
 
This activity is a good example of a good role-play activity where the learners are put in the 
real-life situation, which is a job hunt. All the criteria are met, although there might be some 
materials’ control present in terms of the preceding tasks in the textbook. Before this productive 
part of the lesson, the learners were asked to discuss the risks of the jobs in the pictures, meaning 
that their questions and answers in this task may be connected to what they had to do earlier. 
Nonetheless, there are both the communicative purpose and desire present, the focus is on the 
job interview rather than on grammar practice. There is no limit in terms of the language – the 
learners can use any language they want, the objective is to simply do the task. 
Activity 4: ROLE-PLAY 
 
Gude and Wildman (2009: 105) 
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COMMUNICATIVE PURPOSE YES 
COMMUNICATIVE DESIRE YES 
FOCUS ON CONTENT, NOT FORM YES 
VARIETY OF LANGUAGE NO 
NO TEACHER INTERVENTION YES 
NO MATERIALS CONTROL NO 
 
The drama activity above is a communicative activity. There is an information gap to be filled, 
providing the task with a communicative purpose. The communicative desire criteria is also 
met, because the learners have to share their own ideas and can communicate in order to get 
their genuinely personal ideas across. The focus is on fulfilling the information gap, rather than 
on the language used in communication. There is no teacher intervention, but there is slight 
control through the materials provided, because the task is relatively guided. It suggests the type 
of questions to be used in the conversation, also possibly dictating the language to be used, but 
this is not explicitly said. Overall it is a well-designed activity, which can be very relatable to 
the target audience. 
 
* * * 
Despite there only being four tasks, which could be regarded as drama activities in the New 
Matrix Intermediate textbook, these four were all determined as communicative activities. They 
are used in different stages of the learning process, but mostly in the productive stage. There 
are more exercises which could be interpreted as drama activities had they been designed in a 
slightly different manner. However, the textbook is set, and these task adaptations depend only 
on the teacher, therefore these potential drama activities were left out of the analysis. The 
textbook is generally designed by the PPP model, moving from the stage of language 
presentation to production, but it seems the tasks were subdued to the grammar and vocabulary 
learning rather than the skills’ work. This means that despite there being approximately four 
communicative drama activities included in each unit, it is still possible that the main goal of 




3. New Opportunities Intermediate 
The textbook used for the analysis: Harris, M., D. Mower, and A. Sikorzynska. 2010. New 
Opportunities Intermediate Student’s Book. Harlow: Longman. 
The textbook is divided into ten modules, each module is then further split into eight chapters. 
These are: A) Warm up, B) Skills focus, C) Grammar focus, D) Skills focus, E) Communication 
Workshops, F) Language Problem Solving, G) Culture Corner, and H) Review (Harris et. al., 
2010: 2–5). At first sight, there seems to be a good relation between the goal of EFL learning 
and teaching – communicative competence – and the distribution of the chapters within the 
modules with a large focus on the communication as well as skills’ work. I have decided to 
analyze Module 3: Travel for the purpose of the intra-unit analysis to see whether the chapters 
were really put together to support the development of the communicative competence and to 
see how many of the activities can be identified as drama activities within the unit.  
3. 1. Intra-unit analysis 
Module 3: Travel 
A) Warm-up: 
Travel 
The warm-up chapter includes the box stating what will be covered in the 
unit, key vocabulary is included, and there are a few discussion and gap-
fill tasks provided to activate learners’ background knowledge. Task two 
will be included in the drama activity analysis section. 
B) Skills focus: 
Problems 
In the first skills focus chapter, there is a text about a travel writer. The 
warmer activity is for learners to think and discuss the transport situation 
in their own country, then they read through the text to get a general idea 
about what it is. Even though the text is gapped, the instructions state “do 
not worry about the gaps”, meaning the focus is on understanding the 
meaning or content, rather than the form of the text. The follow-up 
activities include a box on reading strategies and applying the reading 
strategies to match the sentences provided with the gaps in the original 
text. Then there are extra questions provided for the learners to really 
check their reading comprehension. The final stage of the chapter is 
speaking, and it is a role-play activity which will be included in the drama 
activities section. The final two tasks are on vocabulary (collocations) – 
matching and using the words in sentences, therefore the focus here is on 




focus: Fear of 
Flying 
The introductory activity into the grammar focus chapter is a 
communicative storytelling activity – analyzed in the following chapter. 
Then there are exercises connected to a short interview text – the learners 
have to search for words in the dictionary and they have to match the 
questions with the answers. In the tasks that follow, the focus is on the 
form – the Present Perfect Simple and Continuous tense. The exercises go 
from presentation to practice. One of the tasks is for the learners to act out 
dialogues and it will be further analyzed. The chapter (and therefore the 
lesson) concludes with a production stage task – writing about the learners’ 
personal events – a storytelling activity whose purpose is very clear: to 
practice the structures of the Present Perfect Tense – this is stated in the 
task, therefore this task will not be included in the drama activities list and 
analysis.  
D) Skills focus: 
On the Move 
The icebreaker in this lesson is the discussion on the provided pictures, 
then there is a task on vocabulary context – putting the words in the correct 
columns based on what type of travel they relate to. The following 
exercises are gap fills or matching exercises based on the listening 
recordings. In between a listening strategies box is included, suggesting 
the learners to listen for information such as what kind of language is used, 
where the dialogues take place etc. Then the focus of the lesson is shifted 
towards the pronunciation – the stress in sentences. Towards the end, there 
is some multi-word verbs and their definitions matching (vocabulary 
work) and in the final stage of the lesson, there is a lot of speaking. There 
are two tasks, and both of them are considered drama activities, therefore 




Included in this chapter are listening, speaking and writing activities. The 
opening activity is a listening activity – the learners first think about and 
shortly discuss the tourist problem pictures, then they listen to what really 
happened. During the listening, they have to do two tasks – one is 
matching, the other is gap fill. Then the skill of speaking is practiced – first 
through a short reading and vocabulary work, then through role-play. This 
activity will be included in the drama activities section. The final stage of 
the lesson is writing. In order for the learners to write a short report on 
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tourism in their area, they first read a sample of one. This activity will also 




In this chapter, the focus is on the grammatical structures, which were dealt 
with throughout the chapter: personal pronouns. None of the activities are 
drama activities, they are mostly gap fills or rule-completing exercises.  
G) Culture 
Corner 
The culture chapter consists of a text on Britain. There are four exercises 
connected to the text. The learners are required to answer some questions 
connected to the text, then they compare the British culture to their own 
culture, and in the end they guess whether the extra information provided 
about Britain is true or false and they listen to check. An optional activity 
is also for the learners to find more information on Britain and compare 
them within the groups. Despite the fact that this could be regarded as a 
drama activity, it will not be included in the drama activities section 
because it does not involve neither storytelling or simulation, nor the 
debate – it is a simple manner of expressing opinions and sharing newly 
acquired information. 
H) Review In the Review chapter, the focus is on grammar, vocabulary and some 
pronunciation practice. There are not many tasks, and most of them are 
gap fills. The final task is for the learners to check their own progress. 
 
There are many communicative tasks in this textbook, which made the selection of the drama 
activities very difficult. The textbook is very learner-centered which is in accordance with the 
development of the communicative competence. There is not a lot of focus on the form, but 
rather the functional aspect of the language, the target culture is brought in through the texts, 
and the topics are very real-life like. The tasks are level-appropriate and the texts very relatable 




3. 2. The drama activities 
Activity 1: STORYTELLING 
 
Harris et. al. (2010: 33) 
COMMUNICATIVE PURPOSE YES 
COMMUNICATIVE DESIRE YES 
FOCUS ON CONTENT, NOT FORM YES 
VARIETY OF LANGUAGE NO 
NO TEACHER INTERVENTION YES 
NO MATERIALS CONTROL YES 
 
The task meets most of the communicative activity criteria. It is a storytelling drama activity 
with a clear purpose of communicating – the learners share their personal stories which their 
classmates may not know, therefore also meeting the criteria of the communicative desire. The 
focus is on the content – the learner experience as opposed to the practice of certain grammatical 
structures. The teachers do not have to intervene in the progress of the activity, making the 
learners independent language users. The variety of language criteria, however, is not met, as 
the task is about one very specific topic – the transport. Prior to this task, the learners were also 
already able to read the key words connected to the unit in front of them, so the materials may 




Activity 2: ROLE-PLAY 
 
Harris et. al. (2010: 35) 
 Part 1 Part 2 
COMMUNICATIVE PURPOSE NO NO 
COMMUNICATIVE DESIRE NO NO 
FOCUS ON CONTENT, NOT FORM NO NO 
VARIETY OF LANGUAGE NO NO 
NO TEACHER INTERVENTION YES YES 
NO MATERIALS CONTROL NO NO 
 
The task is in two parts. Both parts rely on the text preceding the task very much. They are very 
guided and controlled through the provided materials, making the activity non-communicative 
– there is no real communicative purpose or desire because the activity is a sheer drill of the 
text that was dealt with previously. There is only one communicative task criterion which is 
met and that is the no teacher intervention criteria, but meeting only one out of six criteria is 





Activity 3: STORYTELLING 
 
Harris et. al. (2020: 36) 
COMMUNICATIVE PURPOSE YES 
COMMUNICATIVE DESIRE YES 
FOCUS ON CONTENT, NOT FORM YES 
VARIETY OF LANGUAGE YES 
NO TEACHER INTERVENTION YES 
NO MATERIALS CONTROL NO 
 
The activity of storytelling – whether it is a whole class activity or pair work, is a 
communicative activity. In this case, the storytelling serves the purpose of activating schemata, 
meaning it is used in the first stage of the lesson. This means that the language production stage 
is the first stage in the lesson, so the focus is on the language use, rather than the form, the 
learner uses any language they are able to recall, there is no teacher intervention, the materials 
control the storytelling only through the more explicit first question, there is an information 
gap, so there are both the communicative purpose as well as the communicative desire present 




Activity 4: ROLE-PLAY 
 





Harris et. al. (2010: 39, 129–130) 
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COMMUNICATIVE PURPOSE YES 
COMMUNICATIVE DESIRE YES 
FOCUS ON CONTENT, NOT FORM NO 
VARIETY OF LANGUAGE NO 
NO TEACHER INTERVENTION YES 
NO MATERIALS CONTROL NO 
 
The activity is semi-communicative. Despite there being an information gap, and the 
communicative desire present for the learners to share their ideas, the focus is still on the form 
more than it is on the content. The language variety is not very extensive, as the task suggests 
the use of the phrases in the previous task. There is no teacher intervention, but the teacher’s 
place in controlling the activity is taken by the materials provided. The task is very guided and 
gives the learner very explicit instructions as to how the conversation is expected to play out. 
Activity 5: ROLE-PLAY 
 
Harris et. al. (2010: 39) 
COMMUNICATIVE PURPOSE YES 
COMMUNICATIVE DESIRE YES 
FOCUS ON CONTENT, NOT FORM YES 
VARIETY OF LANGUAGE YES 
NO TEACHER INTERVENTION YES 




Meeting all six communicative task criteria, this role-play drama activity is definitely a 
communicative activity. There is an information gap, the communicative desire is evoked in 
learners, the focus is on getting the message across clearly by any means of language use, there 
is no teacher intervention, and there is only little materials’ control. The activity can easily be 
linked to real-life situations and it includes many different language functions as well. It also 
encompasses different skills, from listening to writing and speaking. 
Activity 6: ROLE-PLAY 
 
Harris et. al. (2010: 41) 
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COMMUNICATIVE PURPOSE YES 
COMMUNICATIVE DESIRE YES 
FOCUS ON CONTENT, NOT FORM YES 
VARIETY OF LANGUAGE YES 
NO TEACHER INTERVENTION YES 
NO MATERIALS CONTROL NO 
 
This task is part of the communication section of the textbook, making it a very communication-
oriented activity. It meets five out of the six communicative task criteria, leaving out the no 
materials control criterion. The materials do slightly control the direction of the role-play – 
steering the conversation to the final turnout of the task. Apart from that, the communication is 
genuine because there is an information gap present, the task is also creative because the 
learners have to think of the story leading them into the situation presented, there is not teacher 
intervention, the focus is on doing the task rather than the manner of doing it, and the language 




Activity 7: SIMULATION 
 
Harris et. al. (2010: 41) 
COMMUNICATIVE PURPOSE YES 
COMMUNICATIVE DESIRE YES 
FOCUS ON CONTENT, NOT FORM YES 
VARIETY OF LANGUAGE NO 
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NO TEACHER INTERVENTION YES 
NO MATERIALS CONTROL NO 
 
In order to carry out this activity, the learners must imagine themselves in the role of a reporter 
– they need to write a short report, simulating a real job. They have to do some research and 
present the findings in the end. The task therefore meets most of the communicative activity 
criteria. There is an information gap the learners have to fill without any teacher intervention, 
they have to be innovative, creative, and find the language resources to express their findings. 
There is, however, certain control presiding over this task through the materials provided. The 
variety of language is not as extensive as it could be on the account of the materials guiding the 
task. Despite the activity being focused on writing, the activity was included in the drama 
activities section because of the nature of the task, which is simulation. 
* * * 
The New Opportunities Intermediate (cf. Harris et. al., 2010) textbook provides many task-
based lessons within one unit. Many of the tasks are communicative by nature and are well-
divided to nurture all three major components of communicative competence that the learners 
should eventually develop in the learning process. There are a lot of drama activities included, 
some more communicative than others. The most extensively used drama activity throughout 




4. English File Intermediate  
The textbook used for the analysis: Latham-Koenig, C., and C. Oxenden. 2017. English File 
Intermediate Student’s Book. [3rd ed.]. Oxford: OUP. 
Ten units form this intermediate level textbook. The contents page shows that each unit is 
further divided into two lessons, and in each lesson, there is a focus on 1) Grammar, 2) 
Vocabulary and 3) Pronunciation. Since the contents of the textbook show were put together 
quite modestly, I have decided to go through all of the units to see whether there is a pattern 
when it comes to the unit structures. I have found that even though there is not a consistency 
when it comes to where each of the elements of the language (such as grammar, vocabulary, 
pronunciation and the skills) are put in the unit, all of the units encompass approximately the 
same amount of each of the elements and the tasks are similar. The components of each unit 
are the following: A) Vocabulary, B) Pronunciation, C) Listening and Speaking, D) Speaking, 
E) Grammar, F) Reading (sometimes: Reading and Speaking). Two sub-units make up every 
unit, and each of the sub-units contains the above chapters interchangeably. I have decided to 
analyze Unit 7, which is divided into 7A: Extraordinary school for boys and 7B: Ideal home. 
4. 1. Intra-unit analysis 
Sub-unit 7A: Extraordinary school for boys 
A) Vocabulary The short vocabulary section begins with a quiz-like task to activate the 
learners’ background knowledge. They are general knowledge questions 
connected to the past. The learners then have to do a matching exercise 
and go to vocabulary bank where they learn new vocabulary dealing with 
education. The tasks are all gap fills, and the final task even includes 
grammar – verbs connected to the education for learners to use to fill in 




There are tasks connected to different pronunciation of the letter u. The 
tasks include putting words in the correct order, practicing dictation etc. 
The task on speaking is an interview – the questionnaire is provided, and 
the learners ask their classmates the questions given. Although this task 
shows some communicative task characteristics, it is not a drama activity 
– it borders on storytelling, but the task is too guided and does not allow 
for real communication the storytelling should be linked to.   
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C) Listening The introductory activity is for learners to discuss pictures, and then they 
read the outline of the story as a pre-listening activity. Then there are tasks 
connected to the recording – answering short questions and filling in the 
chart. In the end the learners discuss the results. None of the activities are 
drama activities. 
D) Speaking In the first task, the learners are given slightly controversial and debatable 
statements to choose from and write down reasons to agree and disagree 
with these statements. In the second part, the learners present their reasons 
and discuss them within small groups. The task claims to have debate 
features incorporated in, but it will not be used as an example of a debate 




and future time 
clauses 
The grammar section of the sub-unit is very task-based and connected with 
the listening skill. It starts off with pair work – the learners answer the 
personal questions about the exams. Then they listen to a recording 
answering the questions connected to the heard text, and filling in some 
gaps. In the end they are given an explanation on the first conditional 
structure, and they can practice it. The final task is a game for the learners 
to play in small groups. The game is three in a row and the learners have 
to finish the sentences with their own ideas, using the newly acquired 
structure. 
F) Reading and 
speaking 
The chapter opens with a text – an article. The learners read it firstly to 
get the main idea, and then they fill in the gaps in the text with the phrases 
given. The chapter also includes some vocabulary work by the means of 
the learners finding the meaning of new words and phrases from the text. 
In the final part of the lesson the learners discuss the provided reactions to 
the article and express their own opinion on the matter. The final task will 
be included in the drama activities section as a storytelling activity. 




The grammatical structure of the second conditional is approached 
through a reading task. The tasks are created in such a way that the 
grammatical features are acquired rather than learnt. The tasks are 
connected to the text primarily, but the questions to be answered in 
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relation to the text are all created in such a way that the learner has to use 
the second conditional in order to answer them. The final task is for the 
learners to get familiarized with the grammatical rules for forming the 




The tasks here further develop sub-unit 7A’s sentence stress practice. The 
only pronunciation task in this section is the first task and it is a drill. The 
rest of the tasks are speaking tasks, involving some communicative gap 
filling where learners have to guess the missing part of the sentences 
(Latham-Koenig and Oxenden, 2017: 107–111). Despite this being a 
communicative activity, there is no real communicative purpose and the 
activity is not considered a drama activity, so it will be left out. The final 
task is another finishing sentences task and its purpose is to practice the 
second conditional and also the sentence stress to an extent.  
C) Vocabulary The learners’ schemata is activated through adding words to the places in 
the house list. They then further explore new vocabulary through gap fill 
exercises, picture matching and picture or house descriptions. In the end 
they have to differentiate between the meaning of words pertaining to 
similar concepts in order to check the learners’ comprehension. None of 




The pre-reading activities include the learners thinking about who 
Tchaikovsky is and then picture matching. Then there are some questions 
related to the text that the learners have to listen and read at the same time. 
Another follow-up activity is for the learners to match words and phrases 
from the text with their meanings and a personalized activity asking the 
learners to describe their visit to a famous person’s house. None of these 
activities are drama activities. 
E) Listening 
and speaking 
The learners listen to the texts about dream houses. They have to make 
notes, then they focus on the use of would and in the end they are asked to 
describe their own dream houses. This activity will be used in the drama 
activities section. 
F) Writing The writing makes a nice addition to the production stage of the lesson, 
because it provides the learners with a sample of a good house description 
and some basic guidelines for a well-written composition. 
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G) Song At the end of the unit, there is a song. It encompasses both the use of the 
second conditional and ads some extra vocabulary to the lesson as well as 
the possibility of practicing the listening skill. 
 
The intra-unit analysis shows that despite there not being many drama activities present in the 
units, a lot of the tasks are designed in a very contemporary manner – the task based approach 
is used, there are games the learners can play, the learners are constantly asked to share their 
own personal views on what is being discussed. The textbook is therefore very learner-centered 
and provides relevant materials to the target learners. There is very little focus on writing – this 
unit only contained one writing task, and despite it being spread over one whole page at the 
back of the textbook, the skills’ practice was unbalanced because of it.  
4. 2. The drama activities 
Activity 1: STORYTELLING (with debate features) 
 
Latham-Koenig and Oxenden (2017: 65) 
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COMMUNICATIVE PURPOSE YES 
COMMUNICATIVE DESIRE YES 
FOCUS ON CONTENT, NOT FORM YES and NO 
VARIETY OF LANGUAGE NO 
NO TEACHER INTERVENTION YES 
NO MATERIALS CONTROL NO 
 
The task is mostly communicative. There is communicative purpose, for the learners are asked 
to provide their own reasons for agreeing or disagreeing with a certain topic. There is also the 
element of communicative desire present due to the fact that the task is for the learners to 
express their personal opinion. The teacher does not need to intervene, but the materials do 
control this activity a lot – the instructions are very specific, the debate strategies for the learners 
to use are very explicit, therefore the language cannot be as varied as it could without the 
provided guidance. The focus is mostly on content, but since so many guidelines are provided, 
it seems as though there is also certain focus on the form. 
Activity 2: STORYTELLING 
 
Latham-Koenig and Oxenden (2017: 67) 
COMMUNICATIVE PURPOSE YES 
COMMUNICATIVE DESIRE YES 
FOCUS ON CONTENT, NOT FORM YES and NO 
VARIETY OF LANGUAGE NO 
NO TEACHER INTERVENTION YES 




Similarly, the second activity which I have decided to include as a drama activity is storytelling 
with questionable focus. The rest of the criteria are met – the learners discuss the questions 
without teacher supervision or intervention, there is an information gap and the learners will 
probably be eager to share their personal stories. But there is extensive materials’ control 
through the very explicit questions provided, and the variety of language is therefore also very 
questionable. I have therefore decided to mark this activity as non-communicative. 
Activity 3: STORYTELLING 
 
Latham-Koenig and Oxenden (2017: 71) 
COMMUNICATIVE PURPOSE YES 
COMMUNICATIVE DESIRE YES 
FOCUS ON CONTENT, NOT FORM YES 
VARIETY OF LANGUAGE NO 
NO TEACHER INTERVENTION YES 
NO MATERIALS CONTROL NO 
 
The activity is communicative. It does not allow for a large variety of language because its 
purpose is for learners to use the acquired language structures in a new situation, so the main 
structure used will be the second conditional. Apart from that, there is a whole page of 
vocabulary which the task suggests the learners use, so the materials control the communication 
in a way. But still, every individual is able to express exactly what they would want their dream 




* * * 
The units in the English File Intermediate (cf. Latham-Koenig and Oxenden, 2017) textbook 
are structured in a way where there is not a focus on one single element of language at a time, 
but there is rather a mixture of elements present in different tasks. Grammar is joined with the 
listening skill in one unit, and in another it is paired with a reading text. Not many drama 
activities are present, and they are not very communicative, but rather very guided and 




IV. DISCUSSION OF RESULTS 
The qualitative analysis done on the four chosen textbooks (Insight Intermediate, New Matrix 
Intermediate, New Opportunities Intermediate and English File Intermediate) shows that in 
general, the tasks included in the textbooks are in accordance with the approved curriculum in 
the sense of providing tasks to promote the development of communicative competence. 
However, many drills and gap fill exercises with the focus on accuracy are also still present in 
these textbooks, which means that out of the three components of communicative competence 
that should be included in the EFL classrooms, only the linguistic competence is being 
developed thoroughly. The quantitative part of the research points to the fact that the activities 
promoting the sociolinguistic competence are present in a very small amount, mostly through 
the culture pages, whereas the language in use (the development of the pragmatic competence) 
tasks are only practiced through the four skills. Drama activities are therefore in the minority, 
there only being around four such activities present throughout twelve-paged units. 
I believe that the reason for the absence of drama activities in the EFL textbooks used in 
Slovenia is the fact that these types of activities are part of the production stage of the EFL 
lessons, and most teachers (as well as textbook experts) still strive for the presentation-practice-
production teaching model, which means that the production stage is often put to the back of 
the lesson. The purpose of drama-like activities in the analyzed textbooks is therefore for the 
learners to use the newly acquired language in a different context, which requires a lot of time. 
Drama activities are therefore used in the textbooks in a small proportion, whereas the focus 
through the majority of the lesson is on language presentation and practice. Apart from that, the 
drama activities are the most communicative if they are not controlled through materials, which 
is practically impossible to achieve within the textbooks, as there are always some tasks which 
precede the drama activities, influencing their development and execution in different ways.  
The drama activities taken from each of the analyzed units confirm my initial expectations of 
there being a lot of control over the activities through the materials. Out of seventeen activities 
analyzed, there were only two activities which met the no materials control communicative 
task criterion, and even these were borderline. As expected, none of the activities met all of the 
six criteria. However, almost all of these activities were still marked as communicative. The 
reason for that is in the activities themselves, which showed communicative purpose above all 
other criteria. Aside from one drama activity marked as non-communicative, the activities 
included an information gap in different forms – personal opinion gaps, story gaps and role 
gaps. As expected, the most commonly used drama activity were role-play activities, closely 
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followed by storytelling with the inclusion of some simulation or case study activities. These 
were probably most extensively used because they are relatively easily connected to the unit 
materials. The learners can benefit a lot from these activities in terms of the linguistic and 
pragmatic competence, therefore making the tasks appropriate for the learners to practice the 
new language. 
The textbook with the most drama activities was New Opportunities Intermediate which 
included seven drama activities in one unit. These activities encompassed different elements of 
the language – there was even a task on writing which was included because of its drama 
features. This textbook was also the one which had the most task-based-approached chapters, 
meaning it was designed as a language acquisition resource, rather than the language learning 
material. The other textbook showing new-age approaches to language was the English File 
Intermediate which included different elements of language in different tasks – there were 
combinations of reading and speaking, listening and speaking, reading and grammar, 
pronunciation and speaking, etc. A lot of these activities focused on communication, as well, 
but in the end there were only three activities taken from the unit in order to be analyzed as 
drama activities. 
Surprisingly, the activities analyzed from the English File Intermediate textbook were not very 
communicative – perhaps the reason for this could be in the fact that none of the other aspects 
of language was explained or practiced in too much detail for the learners to be able to use the 
newly acquired language independently according to the specific requirements of the drama 
tasks. Only through the follow-up tasks did the language production become less restrictive, 
but none of these activities were drama. Similarly, the Insight Intermediate textbook also 
included very guided drama tasks, most of them based on the preceding texts or structures’ 
presentation. Although the texts presented in this textbook were probably the most 
communicative of all the texts provided in the analyzed units, the drama activities were 
generally the weakest and really used only as means of language practice. On the other hand, 
the New Matrix Intermediate textbook’s intra-unit analysis showed that the skills’ task, 
especially speaking tasks were not very communicative per se, but the drama activities which 
were included were generally the most communicative of all the analyzed activities. 
The qualitative as well as the quantitative research confirm my original claims of the drama 
activities not being present in the textbooks much and most of the drama activities being very 
subdued to the textbook materials, the materials therefore controlling the activities. The claim 
which was only partially confirmed, however, was the position of drama activities in the 
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textbooks. I anticipated to find drama only in the practice stage of the lessons, but this was not 
so. The drama tasks were part of language practice in some cases, but in the other they were 
part of the production stage. It was also surprising to see that some of the drama activities were 
put at the beginning of the lessons as warmers or pre-skills’ work activities. This is probably 
due to the fact that the contemporary EFL curriculum advises task-based approaches in teaching 
and learning, whereas the majority of the lessons analyzed were still part of the presentation-
practice-production teaching model. Nonetheless, the drama was generally well-incorporated 




V. SUMMARY AND CONCLUSIONS 
Throughout history, drama was included in the foreign language classrooms in different ways: 
through dialogue drills, pre-planned and carefully controlled discussions, guided role-plays, etc. 
Only after a paradigm shift in the teaching approach was made, focusing on learner experience, 
did the communicative drama activities find their way into the EFL classrooms. The 
transformation of the teaching system brought the English language teaching world a concept 
called learner centeredness: contemporary teachers have to consider different learner 
characteristics in order to make the teaching and learning process more efficient. The new 
concept also dictated an extensive curriculum reform – a curriculum which emphasizes the 
importance of communication in a foreign language.  
Communicative drama activities encompass different learner-centered approaches, such as 
task-based learning, content-integrated language learning, the total physical response, 
suggestopedia and many more, while at the same time focusing on the development of the new 
main goal of the EFL teaching and learning – communicative competence. The benefits of using 
drama activities apart from the development of the communicative skills are endless. Drama 
inspires, intrinsically and extrinsically motivates learners, it gives them the opportunity to 
practice possible real-life situations, it shows the learners how knowing a language can be 
useful. Drama gives confidence to the learners to speak in public, to express themselves, to put 
themselves in somebody else’s shoes and it shows them that learning can be made fun. Through 
drama, language is acquired, rather than learnt, the accuracy is pushed aside to make room for 
fluency to step into the classroom, and through that, the learner-centered teaching and learning 
can be realized with ease. 
But why, then, are drama activities not being used in the (Slovenian) EFL classrooms as 
frequently as they could be? Well, there are many possible reasons for that. One is the fact that 
the teachers rely on the textbooks as the main material resource for their EFL lessons. Not all 
of the textbooks, however, were designed in accordance with the curriculum in the sense of 
including the three main components of communicative competence equally. The biggest focus 
in the textbooks that were analyzed in the third chapter of the thesis is on the development of 
the linguistic competence, meaning that the tasks promoting either the sociolinguistic or the 
pragmatic competence are being sidelined. One of the reasons for that may also be in the fact 
that communicative drama activities take up a lot of time, so the rest of the language learning 
elements would be neglected. Learners who benefit more from learning the rules may be left 
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out in this case, which is probably why the textbooks do not include that many drama activities 
in the first place. 
The drama activities which are included, however, are well-incorporated in the units, 
considering that there is a sea of communicative activities in existence, a few of which had been 
more thoroughly explained in the previous chapters, including the debate, the role-play and 
simulation activities. These techniques were included in the analyzed textbooks in order to give 
the learners communicative purpose and desire by relating the topic of the activity to their level 
and interest. Apart from that, the activities were well-adapted to require the absence of the 
teacher’s intervention. By focusing mostly on content, not form, the learners are able to use the 
language to overcome the communication barrier and learn for life.  
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VI. TWO ORIGINAL ACTIVITIES 
Simulation - improvisation 
Activity: Guess my story 
Level: Pre-intermediate and up 
Aims: practicing the storytelling tenses, practicing the speaking skills and developing fluency 
Procedure: the learners make up a short story about what happened to you yesterday. Then 
walk around the class and find a partner. Start miming the story and have your partner guess 
what you are saying.  
Rationale: the learners practice the storytelling tenses while activating their whole bodies. 
They have to be creative and they have to get the meaning and their ideas across. They have to 
incorporate emotions, they have to listen to the other classmate and they have fun. 
Simulation – role play 
Activity: Robbed in a foreign country (group activity) 
Level: Intermediate and up 
Aims: the learners develop their communicative competence, they explore the intercultural 
competence and they practice their speaking, listening and writing skills 
Procedure: the learners are divided into groups of five or six. Each learner is given a role in the 
following situation: one person was visiting a foreign country (the learners decide on a country – it can 
be a country they know a lot about, but not necessarily) and they got robbed. Their possessions were 
taken, including their documents. They have to find a solution to the situation by doing research on the 
country and working together. The roles are: the victim, their friend(s), the police officer(s), the embassy 
official(s), the victim’s family member(s) who are back at home. The objective is to find a real possible 
solution by acting the roles out after deciding on what to do together. 
Rationale: the learners have to work together, they have to practice all the skills, they do research, they 
speak, move around and brainstorm the possible outcomes. Through this activity the learners are given 
a real-life problem which they have to overcome, making the activity very communicative, incorporating 
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